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Preface

What the manual is: -«

Intrinsic anélysis of curricuium productgt 1nstruptional pfactices
Oor management systems is taught by Fhis manual. Intrinsic_apalysis means
analysis of the ins;ruction or proce§s.througﬁ'examinatiqn of tHé métér—
ials, or artifacts, including teach;r and stuéeﬁt mqterials; deGelope}'s
rationale, record'forms, scope and’ sequence chq;ts; tests, media package
and any other relevant concrete components of the pfoduct or system.

The manual'includes instruction, éxegcises for practice of key’
skills; analysis instruments for both proddcts and processgs (long‘and_

short forms); an instrument for'descriptioﬁ of the in§tructional model;

a listing of step-by-step procedures; and én annotated bibliography.

Advantages of the manual: ' ‘ o .

The intrinsic analysis system prbvides more information, more re-

0

7/ ¢

liable information, and more relevant information to schools using it
, .

for analyzing théir present program or proposed adoptions that usually
) .
is proyided by publishers, product catalogues or nationally distributed

'ahalyses because it includes thé following/unique features:
- ]

“

1. It is designed to be site specific. Questions in the analysis

instruments are addressed to needs of the school which uses the manual.

This broduces an analysis tailored to those needs.

2. It is a research-based analysis model with the research on

‘ L)
each elemerit cited in an annotated bibliography.

7l
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‘3: It translates the research supported classroom concepts of
'"direct instruction ‘and !engaged time" into their equivalents in in-
st;uctional materials and systems terms. |

" 4. It leads to ‘identification of the iritical elements of the
“ curriculum or sysiem model by ‘the analysts who, in most cases include
those who will implement the model. This should facilitate appropriate
adeptation to site without undermining the critical elements which make
it work. '

e 5. It providés a systematic logical procedure for qualit§ rating
and comparing curricula while allowing and facilitating a group process

of decision-making that is based on commonly defined elements. This makes

it ideal for the PSIP process for both program analysis and selection.

Limitations ©f the manual:

1. This manual does not teach all the skills required for perform-
ing an intrihsic analysis of ; curriculum product or process. Some ngres-
sery siills are prerequisite general teacher competencies. Others are -
skills based on the anal}st'é Rnowledge and understanding abont character-
istics of his or her colle aghes and t%e students they feach. ’

2. While :he constructs and questions which are the substance of
the instrumenis and which direct the analysis process are research based,
‘there are only a few references in the manual. This is purposeful to
avoid cluttering up the description of the process with scholarly refer-
ences. Each concept within a construct provides a slightly different

‘perspective on the construct and reader concentration is needed to assim-

ilate'the conCebts: . ' ‘
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I In place of such references, there is an annotated bibliography
v v [ ) N ‘ . ’ » e -
keyed to the constructs and the skills taught in the manual.

3. The identificatjon of the critical elements of a curriculum or

LI . "
- a process model is more of an art than a science. Effectiveness of each

produét or prScess may hinge ;n different elements. Some curriqulum
modelé are hgafily dependent on gheif subject matter specific teaching
.ﬁethods qr‘strategies. Some models.are effective largely because of
their structure or ﬁanageﬁent system. Some effec;ive curricuia are
highly compﬁfx aﬂh hav; many cfitical elements that appear to\be inter-

-

dependent.

L]

Under these'éircumstanceé, a proceduré is requi&ed for recording
all cues to tﬁé critical eiementé of the model as the anaiysis proceeds.
Theﬁ; as more and more iswlearhed gbout the product or process, these
\— hbtes may §eArevisea and foéuéed until at the conclusion of.ﬁﬁe‘analysis,
the analyst can use:the quel instrument to tease out the model. The
whole analysis process immerses the ahalys; in the cgrriculum or pr;cess
components and the final step'simpi§ focuses and refines the accumulated
ﬁefc;ptions. | >

Therefore as the analyst proceeds through this manual, he or she

r \
should note cues”to the elements that appear to be emphasized as important
to effectiveress and any evidence in support of the elements shouldlﬁe ’ ”
identified and noted, also. These a:e‘essentialfbrocedures not system-
aticélly alluded to in the instruments or the text.
\— \

Y
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1 ¥ Introduction
\ .

This ﬁanual is\a description and. instruction in the use of the

\ - * -

process of inétinsic analysis of curriculum products and of management
systems practices or processes. This type of analysis has been used

’ H
to provide Local Action Teams qf”;he‘?ennsylvania School Improvement

Project with a more in—déptﬁ analysis of their preseﬁt ptoétam than
. : .

\
-t

,,uéuéi%y is undertaken in the pyjogram analysis phase of the PSIP process. = .

’

. < It has been used, at the requegt of the LAT, for analyéés'of al1l or any i

-

designated part of the school's present program or for analyses of
. (4

products or. processes being considered for adoption. ' .

N i ’ . ! : ' ) . ’
The manval is built around an intrinsic analysis instrument which J .
has three parts and two forms. One part,is for analysis bf studeht :nd .

\ teacher materials, inservice materials or parent materials . (SI} fofm).n'
i3 . %

-~

These could range from single modules for a one-day .warkshop, through

' , cours.e tE'x/tboloks with teachers edi;:ions, t't;egctensive multi-lelvel, multi-.
media total instructiggdi'programs. | ’ ’

b lTheggecoqd part is for management- systems practices or prodesseg
(MPP form). Itfﬁould be used to analyz%ﬁa behavior modification project

»
-

- 1in a classroom, a self-management system, a process for individualizing

-

v
any presently ‘used basal text, or afily other system which is not instruc~
tional content.based.

' t
‘The third part of the instrument consists of a series of questions

L4

-

which guide the analyst in uncovering the instructional model of any
. - |
+ ‘product or process being anflyzed and suggest some considerations related * -

)

at

~

-

. ~
’
& -




to the model and its sighificancé for effective implementatien and

»

adaptation of any innovation. , . . v

Finally, in ad&ici&n to these instruments, there;are two selection
charts thch may be used to summarize the informat%on gathered in the
analysis process. One chart is fsf products and one is- for précesses.
Summative quality ratings on the analyzed dimensions of several préddcts
or processes may be listed and ;omp;re& to facilitate décision making.

The.tgﬂ forms of the intrinsic analysié instruments Qre a short
form, which is appropfiate for practical use}and a lbng form which is
useful primarily during the process of acquif%pg ;he'skill of ﬁérforming '
. intrinsic‘analyseé. The long form includes questions.ghicb may require
examining a particular dimension from a slightly'different'pgrspécéive

-~ i '

than the analyst would use baged on the short form questions. It sup-
. "

plements and complemenés the shy{t form and 1is ‘useful in pointing up the ,

: *

many aspects of any product or process dimension which add té or detract

¢

from the quality of the dimension.

Ratdonale for Intrinsic Analysis

—

There are many rgésons for analysis and evaluation of curriculum

-'products and'processésl of which problem identification in prese&x"proE?ams,

o

curriculum supplementation or new .curriculum product or process selection
are most obvious. For‘all of these purposés, .some already availablg.anf

alyses may be used before an independent intriﬁskc analysis is undertaken.

.
!

lAdministrators may conduct analyses to support present programs
before parent groups or school boards, although olitcome data usually are
used for this purpose. Analyses of programs may be used as a first step
in their revision. Analyses may be’a part ofy staff preparation for
accreditagion.

H
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. There are two types of available analyses:
N’ L - t ) ‘ ' . ,
" 1.4 Product catalogue descripti®e information obtained from

o developers \tﬁcluding the following:
| a. NIE Product Catalogue. -

. b. Educational Ptograms That Work (validated programs)
) -h
2. Analyses by teachers perfo%ﬁ%ﬂ under the auspices of pro-

[] » ‘!a
* [4 . .

duct informatipn exchanges. - .

- ‘ '
A - - .

a. Educational Products Information Exchange (EPIE)

Product Information Catalogues.

&

b. Social Science Education Consortium s, CMAS analyses :

-
]

(Boulder, Colorado). - . e
4 . - , { ‘ ‘
c. State-validated programs (e.g., An Evaluatiom of4}nst:uc- .

: ' _ tional Materials, San Mateo %ounty'Office of Educationm,

”

. ”\eod City, CA., 1974). | .

However, not only sre chese analyses likely to provide 1less in-

formation than is needed for decision making’ in weighing the advan@ages
: of similar products or processes, they also are not applicable to the
specific constraints and criteria and identified problems of the local.

site. An on-site intrinsic analysis of present program materials and"

‘possible adoptions is.necessary for making the most appropriate poss-
ible choice for the following reaspns: ‘ .

t 1. Intrinsic analyses examine the instructional materials them~

. selves or materials used for teaching or managing (student texts,

teachér manuals, workbooks, record forms, tests, etc.) rather than the
& rd . - ' .

-

outcome data or descriptions of the programs,

o | ¢ 4 /
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. 2. Emphasis is on the dimensions identf}ied as crucial to the

identified local problem, making tﬁebanalysis a site-specific one.

3. .An.intrinsic analysis reveals the crucial-elements of the

L} L

’ . N .
instructional models of potential innovations. This may be important

* -

fo% effective hdébtation and impilementation..
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Constructs, Artifadts, Elements and Criterias !

) The Cohstructs' . . , ' | \

' -

Opportunity, Structure, Motivaters and Instructional Events are
the four constructs employed in the PSIP process. Originally identi-

fied as part of an evaluation model developed for evaluation of class-

R, -

room processes by William Cooley and Paul'iohnee‘(l9765, the constructs

_have been defined by-PSIP in terms.of some elements (variables) that

are the same as those Cooley and Lohnes look at .and some that'are dif-'
' ferent tecause PSIPYs‘purposes are 222 evaluation‘né clasSroem prd{
cesses but, ‘rather, diagnosis of need and anaiysis of potential in-
structional preducts or processes to'neet.the identified need. )All of
these constructs have been found to be'teiated to effectiveness of

- ¢ instruction. Some of the variables which Cooley and Lohnes use to
N | defrne-the conltructs, hovever, are not used in the PSIP intrinsic

3

analysis process (e. g., total time in school. Or amqunt of time spent

" on the subject under analysis ) Thqae variables that é?e used in
] - na
: intrinsic anpalysis are those which are aa@licable to-the’ instructional
\ .
+ . materials themselves. Obviously, curriculum materials do not usuaily

’

prescribe how much total time should be spent in schpol, nor- everl how
. (4 ' - "' P ._"
much time should be spent on the particular subject the materialg

L} - ’ - I . .

teach. - ' .-

) [N

-

R A . . "‘. . - . -
The instructional materials.themselves are the raw material ﬁor

* p)

the analysis procéss and -the fif&t step in that process is the coi~

] . ]

. 1 » - o+ .
lection of those materials or artifacts.

- : . . .
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TNe Artifacts and the Elements . . " ﬁ: -
> . ) ’ ¢ F

"The analysis instrumehts teil the analyst the questions to ask _

" about each dimension‘of the curricuium product or’ process but ot .
) ‘_ -

: where to find the snswers. The inﬁtruments are porposely constructed

to be tooIs 1n the snalysis process and therefore are as brief and_; v

P

simple as possible. However, to Serve the needs of tPe novice snalyst .

[N "‘ L]

who’may not know immediately where to 1ook for the snswers to the

S

.

aqplysis questions, a chart of -ateps in performing an. intrinsic ah-
e

’ alysis hss been constructed and appears with ;f“?instruments, in the

~analysis process.

sppetd:pt. It 1né _

bt terials or. arti-

fgcts that gQPuld be gathered to perform each step‘in the process. |
While in most instances, the ;uestions make self-evident which [

element of‘the curriculum or. process should be"looked at after-the

materials have -been gathered, the following brief overview tells

what artifacts to use for examination.of which element to answer

»

which qgestions. . It, therefore, provides a quick survey of the
- — g , _

-
LY

& |
Opportunity. The elements of a curriculum which the analyst

'examines to determine whether or not the,materials themselves sub-

. { LN
stantively provide sufficient opportunity for the student to learn
are the cohcepts, the content and the'skills'taught by these materials.
These'ﬂay be identified through“ @¥pressed objegtives or may be implied
. ) : t ‘

in the lessons and/orqtest items. Therefore, scope and sequence

~

'charts,'listSapf course or unit objectives and a sampling of'lessons

and test ‘items on those lessons. should be collected and examined for

S o 13
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’ - ’ - . 2 . ":': ° .
« . appropriateness and relevance of content, concepts and skills for
N ' i ‘_ - . : i .

theSe_stpdeﬁts[ . | . .
® . ., ' > -~ - L. .
~For opportunity through curriculum usage,.a'sampling of lessons

_and.tests and management system record forms should be éxamined to

. ~
- -

‘determine intensity of treatment and adaptiveness 6!‘z;structibn to

: . . _ . 3 '
. student needs. ' ' | .
- . l - -

Motivators. The artifacts and elements of the curriculum which

should be examined to determine whether or not.the materials-pfoVide
8 sufficient motivators to encourage the students to learn are the

- ~ following: |
; ) YTy .
e 1. student materials (texts and workbooks) and student record

i
-

forms for opportunities for self-direction, self-selection, self-_

evaluation, program planning. . ' >

N ' . 2. teacher's marfual and stuQéi,#ﬁctiviiies follow~up in . o]

' ; LA B

¢ workbooks and text, for intrinsic tednforcement and directions ‘to

- & ) -\
teacher to provide extrinsic reinforcement. =~ ) _ ‘ /

.3. all materials, for variety in format, methed, mode, and

strategies of instruction. '

2]
/

Structure. The artifacts and the elements of the curriculum that

should be examined to determine how well-structured the curriculum is
N .
to assure that instruction builds on previous instruction towards

terminal.goals, are the following:

1, objectives, for their match to the characteristics and

‘needs of students. P 5 "o

2. lessons, for their teaching to ijectrves.'

- . . 4




] . & ‘ : .
) - : .. / X
3. tests, for their match to objectives and lessons.

. 4. 'scope and sequence chart, for how well objeetives are,
e L L 4

structured .and sequeﬁ?ed towards terminal goals.

5. teachef manual directions, for the degree of guidance for |
. * . . '\.

diagnosis and,remedial treatment. '

Instructional Events. The artifacts and the elements of the
‘

- cutriculum that should be examined to determine how well the materials

‘teach and he%p the teacher to teach are the following.

-

- | _ 1. teacher's manuwal, for quality of directions to teacher and

t

background information.

2. student materials, for quality of directions to student

and clarity of procedures. .

3. management system record forms, for ease of use in managing

instruction. ,
)

. < ,
4.  student materials, for appropriateness of instryetiona!‘,.,ng

, strategies for this population and adequacy of strategy usage.

In summary, the elements c@gﬁé analyzed and their location in

L4

- .
. tRe instructional materials are shown below:. ' '
Opportunity
Concepts v ‘ Scope and sequence charts.
Content Lists of course and/or
; } unit objectives.
Skills (behaviot de- . Sampling of lessgns.
manded of student) J Test items on lessons.
Irdstruction _ Lessons, tests, record for@s.
< ’

-




Dimension _ . .
* N ., —("‘ . ' )
: ) _ ] Motivators
4 - o i . ) i
. * . . -
_Directions, selection, evaluation -

and program planning procedures.

-Intrinsic and extrinsic rein-
forcement process’

. ]
;“éange of format, method, mode,
and strategies.

.

Structure
Objectives in relation to students.
Lessons in relation to objectives

Tests in relation to objectives ¢
and lessons.

R

Structure of objectives

Diagnosis and remedial treatmgnt process

Instructional Events

Teacher instrﬁctional directions ~
and background information.

Student directions for instructiom.

Class 'anagemene process -

Instructional strategiles in
relation to students.

-

Instructional strategies in
relaticn to research. ,

‘Location . o

[

Student materials, studeut’ -
record forms, ‘teacher's. manual.

Descriptions of student activities

and idirections to students.

Diréctions to. teacher for inter-
action with students.

All instructional hatetials.

L

'
* .

Objectives V'

Lessons, objeccives, tests.

™~

Scope and sequence chart

Teacher manﬁal directious

-® «
-

]

Te§;her's Manual.

Student materials.

- . _‘
Management system record¥
forms. :

Student materials.



-

-

Criterin - v v

L

Y

¢ A

. | | , T
The criteria.for evaluation of curricula are based,, necessarily,

+

on research or empirical evidence of effectiveness. .The beighting of

-

research and experience in evaluating each dimension must be a«pro-

fessional judgment of Ehé anaiyst. -However, the intrinsic analysis .

'proéeSs, by syste:naﬁically focusing On. l:hnited;number of dimensions
(cdnstruct;) which research has shown to‘make a difference reducés
t@e confusion of comparing diverse curricula to a reasqnably manaéé-_
able process.; -

This manual, in the interest of calrity and brevity, does not
cite research, and the number'of examples is limited. Theré is,.

v ‘ .

however, an annotated bibJiography which attempts to fill any gaps

this expedient measure may create and, hopefully, to alleviate any

threat of the manual seeming to be prescriptive without substantiation.
} ! .

17
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Analysis of Student'Matergals, Inservice Materials, farent Materials

Preparatjon and Previewing
Preparation and previéwing-of a product or process is garried out -

. . ( -
"as it is described in the listing of steps in performing an intrigsic

‘ L4

analysis. It would be pointléss to repeat those steps here. Howevér,v
some definicions-and examples may serve to clarify this first procedﬁre."
One of the questions (Bl)lls addressed to the rélevance.of the

.\ T _ L _
emphases of content, ¢oncepts and skills. By content, throughout the

'énalysis process, we mean information, facts, evénts, peoplélthat gre to
be learned or le;rned about in the'curricuium beingiana}yzed. For example,
. ;f your schéol is looking for math.materials thgtuheaviiy émphasize the
metricvsystem, you will respond to Bl th#: éontizziig not éppropriaté.if

the descriptive material or analyses you have. asgémbled reveal that con-

‘tent ignores the metric system. ca
By“concepts, we'mean categories of things (general ideas, usually
expressed by a word) that are organizing elements of a discipline.‘ A

concept in readigg comprehension. is theme. 1If this concept is considered

. essential by you and is mentioned in your -assembled méte:ials, and if a

substantial number of other concepts which thg analyst considers essential
are also referred to, it may be safe to assume, at this point, that the

concepts are those appropriate for this school and its student population.

By skills, we mean both discibline specifie abilities, such as the

ability to decode in reading afd generdl skills such as the ability, in

any subject area, to apply. analyze, synthesize, etc. If you expect your

-

students to acquire higher level skills.of analysis and synthesis and the

)

1Numbgring system of analysis instruments.

. 18

P AR



12

; * V- ! "
 instructional materials never demand that he or she analyze (a sentence,

) ' . . ’ v v . . ‘

perhap" ‘or synthesize (perhaps by writing an original story), you would

respond to‘Bl that the skill emphasis is not appropriate to meet the needs

4 . Q ‘ .
of this school. * , ! S : - : h\

(Later in the process of curriculum analysis, we ;111vdescpibe how
"you'analyze cuntent{ concepts and s%}lls. For- the mcment, only their -@, 
» ~{appropfiateness is examinéd.) “

Another qpesélon asked in the previewing phase of analysis (B2)
fefers to the match of the instructiqgal method employed in the materials
to-be analyzéd and its match.;d the theoretical and philosopﬁical orienta~
tion of the teaching staff. | ' . RS

By instructional method in the analysis process, we mean the gen~
eral orientation used to teach. For example, inquiry is a method. If,
you’whnt your students to conduct re;:prch, to ask criticai questions
‘gbout events and infofmation rather than to accept without question every-

r Y

thing they are told, you would not respond favdrabf} to materisals that

purpott to be highly didactic. - | p /

Whether or not there are enough components available tp meet the
needs of the staff of the school which is using or contemplates usiné these
mater;als and whe;her or npt those that are necessary éan be purchased
within the schooi's budget 1s another important consideration for the
previewing phase of analysis. |

All of these previewing questions may be applied to presént mater-
ials as well as to materiais béing considered for adoptipn. However,
this last question“(B3) is particularly important for present materials
. R : | ;‘ | .
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all. ‘ “

‘fhough it did‘no:.meet all the local school's constraints and criterio.

* cqnstruct by construct.

since its signifioance,éo often is overlooked when something appears to

bo causing problems. Frequently, with the blessing of salesmen who mﬁy
i ’ . ’ s ’
endorse the use of a curriculumwithout a component which the school can-

¢

not qfford to buy, a scﬁool will attempt to operéte without a ofucial

. componehc,‘wuch as the i;iterion-referenced tests in a éttuqtured'pro- .

gram, This could be the sourée of the problem. To purchase a new pro-
A : . .

J

gram, possibly also without some key component, would be no solution at

.“_\ ‘ -

If a curriculum requires an expensive variety of media including

”

P '

tapes, filmstrips, records, supplementary'individual reading materials,

etc., and if the school's budget-isjlimitqg, ;heﬁ thé‘oonsidegation of
whether all these components are necessary ;o successtul opetation of the
program is extreﬁely important. x ' ‘ *\
¢ %
The final question 1n previewing of materials (84) is s%te specific.
The constraints or criteria idéntified by the local action te‘ are

applied to the particular cutriculum under consideration. While#local

A

constraints and criteria are used in prescreening, that does not affect

--present curriculum analysis and even in the preparation for.seléctioﬁ;

%

it is possible a candidate may have slipped through the screening,evén\\\

\

Whon the preparation and previewing phasé is completed, thevanalysis\k

‘of ﬁroducts or processes proceeds through each of the succeeding steps

»
.

LY
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_ The Comstruct, Opportunity : ' v
Under the construct, opgortunity, the‘opportqnity to learn based_on

' the substance of the instructdon, refers &Q\fhe'notion %hag_time spent on

. . - . .
+

appropriate instruction for'the student is opportunity to learn. Actual

vf .éimé spent,las haqpbegu ;;ntiohed previously, is a highly.importgnt vér-;' -

| iable of;instruction, but is not a variablé_that c;n bé'determinéd throug@
an intrinsic analysis of materials them;elvgs,' The macéh of the content,

. concegts and skills to the needs of the stu&enté_can be used to determine

the substantiverualicy of time spent in instruction with these materials.

- That is, the opportunit& these materials providé for Egggg,studgnts to
- leamn.
IA. The questions asked to determine if the activipies,}cbntent and
o concepts are appropriate fgr the studént population so :hére is opportunity
. to learn are the following: | . , |
1. Are the activities apprqpfiate for the development;l level
"~ and sqéio-economie charactegistics\of thesg §fudents?
2. Is the content relevanﬁ to .these students? ,’/’
3. Are the concept exampléé provided rg&évant to fhe s;udents'
experience, needs, stage Qf instructioé, SO conceptualizati&h can occur?
To reépond to the first question above, it is necessary to find out
from the asseﬁbled objectives and lessons wha; the student jis’required to
do. An example of app;épriate match of developmental level of student to
activities would be for a stugEnt at Piéget's'concrete level of operations

]

(toughly ages 7-12), to manipulate concrete materials in executing math

21
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problems. An example of an activity appropriate to socio-economic level -
N\ " . .

would bé a substantial amount of oral responding for bhigh socio-economic

- - . . . ’ -

level students. =~ . - o ' L « -
//fhe first criterion of apprOpriateness is based on Piaget s devel- -
opmental psychology whiqh identifies developmental stages characterized
by different capabilitiesh It also has been supported by reSearch in the
,use of manipulatives.- The second criterion is-based on a study by Brophy

L3

and Evertson who found that time Spent on oralE;eSponding is mose pro-
du;tivemior high socio-~economic classes.

When the analyst has asked some ofrthe questions Ih these analysis
instruments and examined instructional materials to find answers, it wiil
become increasingly clear how these constructs may be applied to the
analysis of materials (rather than the evaluation of classroom processes
for whichGthe constructs were intended). For example, 1t should be

. o
apparent that if the activities in the instructional materials demand

. behavior which the students sre not capable of performing, they will not

have the opportunity to learn.

-

Other specific criteria based on information known to the analyst,

 whether from empirical evidence.or research, can be used to determine

-

whether the materials are appropriate for developmental level and socio—
economic characteristics of the students.l Similarly, for every question
in tﬁe analysis instruments, the analyst's own knowledge and experience

will provide breadth and depth to the process.

3

—

~

1The instrument questions may suggest to administrators or-linkers
possible ingervice topics that the LAT might find to be of interest. such
as the use of a consultant on Piaget's stages of development and their
relevance to elementary school curriculum selection and/or an inservice
seminar on what research can tell us about the relationship between
socio~economic characteristics and learning s‘gﬁe.
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The question on-content. relevance to the student (IA2) is not a.” |
” ' . .

* technical question, but rather demands knowledge of the student body as

a whole, and of each'individual student, to be aware of ¥6; range of T
their Effsent kno&kgdge, intefgét,-néeds‘and cdbncerns. For egémple, rural

students might bg uninterested in stories sbout city children if the

stories assume some knowledge and understanding of urban'problems which
. 5 - . :
the rural student does not have. Content which assumes this knowledge

and builds on it could be confusing and .uninteresting to the rural child.

It would not provide opportunity to learn for this reason. This doesn't

mean rural children want/to'(or‘should) read only about siﬁila;'children, '

. . b :
but unless the content is presented in such a way that it pragides suf-

ficient prerequisite information to be understandable andﬁié presentgd
interéstipgly, it seems irrelevant, and ;ﬁe opporfunity ;§ learn could
be lost. On the other Hand, reading related to chdé;t interests‘should
be rated as highly relevgnt. ’

The third question upd;f opportunity, substance (IA3) on whether
~ concept examples permit the student to conceptualize is also related td
characterisgics of the studgnt including experience, needs and stage of
instruction. Since eaéh student's experiences are different, when a new
concept is introduced, examples of concepts are best chosen from in-
stances fhat it is safe to assume nearly all the students will have
encountered. Early in instruction, concept examples als& should be most
chafactefis#ic examples. That is, they should be examples which have the

fewest irrelevant attributes. That technical-sounding term cgn best be

explained with an example and'my favorite example is whale. A whale is

23
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) ' . | ’ ) . ‘. A:
a mammal but many of its characteristics are not shared by other mammals.

These characteristics which are not shared with other ndmmals are non- - -
. - r s - [

&

defining (og,non:éricicai) attributes and so, are irrelevant. When fifst

. ' , AN -

éncountening‘fhe céncept, mammal, such examples shouid be used as man,'_‘

o o [y .
- -

‘dogs, ca:s,lg:c. The range Qf examples should be extended as instruc~ .
tion continues. . ' B | '; . BN

If a.new concept is introdyced with very.few.gipinappropriate ex-
amples, the étudent may under or ové;-generalize so that he or she cannot
récognize examples.of the'concept.' Such instruction does not provide the
‘student with thé opportunity to légrn. ‘

Of course, teachers ogten recognize this and supplemené.instruc?
tional materials with tHeir own examples. Nevertheless, in selecting
ﬁatgrials, one basis for comparison may be the appropriateness of con-

cept examples.

Long form questions: One way to further elucidate the intent Qf'

"the instrument questions for each coﬁstruct is to break the questions
down into component eleﬁénts, each a more precise question the analy;t
may ask of the materialglbeiné analy?ed to get a better handle on their -
adequ;cy. The long form of the ?uestionnaires is simpiy that - the
essential questions plus some‘further clarifying questions.

The following are those questions for opportﬁnity, substance:
(They are numbered as they are in the long form.analysis instrument.)

IAl .a. Are all written explanations and directions for studenté

> .

simple, uncomplicated, straightforward and easy for this age level to

understand?



1s already known? o . .

N .

- . .
. > b. Is the objective of eaéh task assignment expressed clearly

S

for the student to know exnlicitly what s/he must do, how well? Iﬁ‘it i&

not clearly expressed is it very obvious from the wording vhet‘behavior
\

¥

is expected ‘and the level of performance required?‘ -

L4

1A2 'a. Does the. conteht relate closely enough to the student 8
own knowledge "and experiences to build on them? Does 1t offer enough new

J

infornation to -provide opporﬁunity to,learg.that can be related to what
b. Is there content (i.e., facts, informationm, esents,vpeople)
tnat you deen essential, which is left out?
¢ iAB a. Is there instructional material available to teach essen-
tial concepts, written in vocabulary at the level cf the lowest student?
Has some of the instruction been planned to challenge the most advanced’
student? '
b. Are conceét instances selected so that early in instruction

¢

they have few irrelevent attributes (or characteristics that are not the

. essential defining characteristics of that concept class)?

Are concept instances, late in iﬁstruction selected which

have more irrelevant attributes and hence are more difficult to recognize

as examples of the concept?:
c. Are there concepts (i.e., classes of things that are the
important organizing centers of a subject) which you consider essential

that are left out?

L
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' ”egtivity in ‘lessons; criterion referenced tests written for clear,

- IB.: The questions asked" in analyzing the-usage:of7meteti§1s to.

- detefmine whether or not they teach in a clear, focqsed, coﬂceatrated why

- Y, P

and adapt to individual differences so that all*child;en have the oppor-
! - : v , .
tunity to 1earn are the following;, " 'N'x . e o . v ®

R - .

- -

‘ 1 Do the materiéis supply conceqtrated cognitive activity

for the student to assure adequate opportunity to learn? - .

L3

¥ . [ ] .
both slow and fast students and do they provide for differemt learning .

¢

-

styles? | ¢
To answer these questions, samples of the objectives,llessons,
tests and management System must be examined to determine hoé much of
" what the student reaos, does (leerning activities), and gesponds to
(questions, tests), :is nhet.couldtbe designated the curriculum materiale ‘
equivalent of "d%rect instruction." ,Another'term‘that may be used is
'"intensity.of tqeatmentd which may be defined as concentrated cognitive
specific objectives; and a'menegement system that enconrages on-:ask
behavior” without undue delays for irrelevant non-cognitive actinities.
There is substantial support fot.the concept of "direct instruc-
tion" wnich may He stated concisely as the engagemenf of the teacher in
teaching the attentive student directly (Rosenéhine: 1976, 1977) "In-~
. tensity of treatment” in instructional materials is a conoept used by
the author of this manual to denote the comparable interaction between

(W]

materials and students when the materials follow sound ‘pedagogical prac-‘

L ]
tices for adequate presentation, response, practice, review or evaluation.
" , a v

. ’

- . . ﬂ/" ‘ ’ ‘ \

%)
o))

.
. - (S

2. Do the materials provide the opportunity to learn for | ’
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This meana:materiala which provide intensity of treatnent-are by definition
those which' provide ample opportunity for the student ‘to learn through a
kind of instructional materials form of direct instruction. In addition,
the teacher directions may support and provide directions for the concept
of direct instruction as Rosenshine defines it.d

Teachers often describe instructional materials as "too easy" for

;his group or "too difficult" for that group. Of course thisimgy mean

~ the objectives are not appropriate ' However, not ingrequently the "too

easy" materials are overly repetitious, contain readdng that is irrelevant
to the objectives, or contain activities that do ‘not require the student

te exfiibit the objective behavior. Materials, in short, may be more

. - .
PO - . . -

| filler than meat.

1 ' 'Oécasionally materials designated "eoo difficult" may be totally
P

propriate (if the objectives are suitable) although the intensity of.

“, trestment which provides opportunity to learn may have seemed excessively

i, .

inténse cdgnitive activity to the teacher reviewer.

Adaptability of the management system and the instructional mater-
ials to indiyidual differences in pace and 1earningvstyle is anotheﬂﬁ!
yay that curricula can provide opportunity to learn through materials

usage.

Tf the management system and teacher directions suggest self-pacing

orcprovide for review or recycling through previously studied materials

if needed, they probably are reasonably adaptive. Learning style may be

accommodated if there are choices.of method, mode and media. Moreover,

.
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there should be instrucrions to the téacherqin‘zqrzto diagnose and
: ‘ oY o b - : " <-} *
manage this kind of variety. o £, o

’ . .

Long_form‘ggfstions: for clarity, focus, concentrated instruction
and adaptability to individfai learning differences

IB1 a. Is there opportunity provided to Iéa;n each expressed
s »r - _
or implied objective? ‘ ’ o Lo e , .
‘ ' "'x ‘ .
'b. Are thefe endugh learning gcqivities’ﬁb maximize the . °
i - . . -, . ‘

of

students' oppottunities fof learning? ; : .-

By

b4
- -

c. Do & te;'ials suggest or prov.ide sufficient direction,
PR ,

to make possible direct instruction (1. e., teacher-diiected instruction)
. S ¢ . L

L ‘e

- a large part of the time? . : -~ v ﬁlt o v
t

- e . " *

IB2 a. Are the exercises and tasks demanded of student'diverse

-

enough so that students diffetent learning styles cag, be accommodated? '

N

i
" b, ao the ins&ructional materia}s aupply enough practice for

these students t learn? v _ R

.
P

L3

¢. Doe \the managemhnt éystem suggested by the materiaLs

a - . ® .
permit adaptatfon to - individual pace? ML PN, vy
. . - . s m' " .
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‘Ihe Constiuct, Motivators ' ' .

;éﬁ’IIA, The questions askéd tp determine if the student has oppor-

,tunity for self-direction, selection, evaluation, which have been found

to be motivating, are the following:
..I. Poes the student (ﬁhren;’ teachgi) select instructional
activities? | . | ; |
2. Does he or she plan his/her_programz'
‘ 3. Does’ he/she have an opportunity for self-evaluation? .

Opportunity fot self—direction, selection, evaluation may be high-
lighted in the teacher's manual directionS.or-spotted in the student's
management materials. Self-selection of instructional Qctivities often-
is highlighéed in de;elopers' claims, and the management system énd scope
and sequence chart may be}examiﬁéd to identify the range‘éf options for
selection. Self-direction and.evaluation.may be identified ﬁy checking
materials for answer keys to tests. Théré‘Fhould be liating; of follow
up activities to tests, with students' directions for what to(dg next ’
based on the score in the test; ‘ - , .

The motivators anstruc: as used for evalqgtion of classroém pro- /
cesses is divided into curricular motivatdrs and interpersonal motivators.
It woul& seem thét the,former‘would be important for intrinsic analysis
of curriculum‘products while the latter would not be relevant to mater-

- ials. However, that is n9t so. Both'a:é important to intginsic analysis.
Mateéialé may suggest, either in the activities they provide or in

the directions to the teacher in the instructor's manual, interpersonal

mot ivators that are related to self~direction, selectionm, evaluatiog (IIA 1-3).

29 ~ X
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Some of these codld be the opportunity to tutor others or be tutored, to
Nr . : ‘ , . _ LA

plan to work with others on self-selected aspects of the program, of to

evaluate others' work or to have otheré evaluate the student's work. In

other words, while evaluation of classroom processes necessarily looks

”

"t to planned or spontanedhs classroom interaction as a source of data,

intrinsic analysis of curricular msterials looks at interactipn which
‘ C

takes place between materials and students or which is prescribed in the

}materials for student/teacher or student/student interaction. 4

*

' IIB. The questions “asked to determine if the materials provide

reinfqgcement or instruct the teacher how and when to do so are the fol-
. .

_lowing very straightforward ones:
1. Do~;hé materials provide .reinforcement?
2. Do’the mate:ials provide feedback? . | o
| N h Reinforcement ih the materials themsélve§ is 9of‘difficult ;o locate.
Often the student is promised that mastéry of an objective may be followgd
by a desired\activity. ?his.is the well-knaﬁn Premack principle, which
- .

suggests that any higher probability behavior (the desired activity) can

be used to reinforce a lower probability behavior (the work that leads to

mastery ;f the objective).

Teacher praise and pdnishmént may be behav%ors suggesbe& in the
teacher's manual with ci};umstances for theirluse as wéll as directions
for how and what to do. The teacher's manual may suggest the frequency
and kind of feedback that should be providea. Feedback also is provided

by the teacher in correcting oral or written work. Of course, an answer

key is a form of feedback to the self-directed student.

30
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IIC. ThesqpeStions\ssked to determine if there is sufficient
variety. in the materials to appeal to student interests are the following:
1. Is there variety in method, mode, formst, and isstrnc-
‘1 tional strstsgies? | |
2. Are there alternmative paths thrpuSh the mates}als to
accommodate individusl dif ferences? .
3. Is content appealing to a range of interests?
4. Are materials functional, related to life experiences?

Extent of wvariation in msterials to encourage student interest is
identified by straightforward examination of the methods used, the media
and the teaching strategies. Teachers always have looked at instructios—
al materials with their students' ipterests in mind. The tesestch'litet-
ature describes the most popular reading for various ages. However,
children's 1ntetests are as individualistic as their other differences
such as pace, alternmative path choices, preferfed medium, etc. ’Eacﬁ
teacher can be the best judge of such ditferences and analysis should
sttend'only to oppertunity providéd for a range of options and to site-
specific interests, since each classvwill differ somewhat and instruc- |
tional msteriais.are‘purchased fsr more thsn one class and more than one
year. : - .

We know that novelty and change are mbtivsting. Also, too great
cos;istegcy in format can lead to students learning how to msnage the
system rather than learning the 1nstructional content.” It can result in
rote learning. Also, of course, the routine that is established by rep-

etitions of identical activities with only the content changed can be

boringt

o | 31
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The last question wakgadded to the instrument because empirical

evidence §eémed to suggestyﬁhatfin}basi; skills the -knowledge and ché |
evidence through aétiQitiesmthég\make it clearly apparent that the in-
struction hés utility are méti;afing to students.

'Examination of materialéhfor"adeqhacy of motivators is not as spec~
ialized an anglysis process as‘that'requireq for any Qf the other con-
strpcts. Perhaps ghis is becguse'ceachers are familiar with reinforce-
ment, adaptation to 1ndiv£&ual diffgfenées #nd self direction, selectioﬁ
and evaluation as motivators: AlSo; the application of the Oppﬁrtunity’
‘construct tg‘materiélg themselves is a speiiglized prdceduré and analysis
of both structure and instfnctibnal events depends Upon processes that’
are not taught in most(séhools of gducation.

-

Questions which appear under the;coﬁstruct, motivﬁfors, in the loﬁg
’form éf the énalysis inétrument further define and clarify the concept.
They follow:

IIAl a. Have the materials taugﬁt the student or provided guide-
lines for the teacher to teach the‘student-how to make appropriate
selections?

.b.'Is there any varjety in procedures for‘making seiections
to accommodate indivtduél differences in sélf—directedneés, complementing
the teaching and/or guidelines in la?

1IA2 a. Is the student allowed to plan his/he; own time without
prior instruction in how to do so? How adequate are the di;ections for

this independent kind of behavior?

& g

.
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IIA3 a. Is there instruction in how to evaluate his/her own
work? | : | . ]
b. Is the student eased into self-selection, self-evaluation
in a step-by-étep fashidn aéﬁfopriﬁte to the.developmental and experi-

¥

mental level of the student?

. E
IIB1 a. Does the instructor's manuak provide_examples of appro-

priate reinforcement procedures? ¢

, b. Does the student see the objectités or are there check-
li::l or some recognition of progress that“thelstudent can use to1monitorf
his or' her sucées?? ‘ L C L -

IIB2 a. Are the directions to the teacher for-pfoviding feedback
and motivators sufficiently clear and are‘the signals in the materials
for how and when to use them suféiciently attention—-getting to encourage
their use? |

T1IC1 a. Ate/thére too maﬁy activities of .the same kind which
ﬁight become bqr%ng to the students?

b. Is the student aliowed to tutor a peer or be tutored by
a peer?

IIC2 a. Do all students move through the materials in lock-step
or are there ofportunitieq for students to have unique prograﬁs that
meet their needs? : | ' o y

b. Where there a;e a variety of possible pathways and in-
dividual programs of study, are the teacher's directions adequaté for

!
effective management of this vrriety? .

’ ‘ ‘ 33 LY
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IIC‘3 3. If I were the age of these students, would I find these

N materials interesting? If I were of ‘similar background and experience
as these children, would I probably enjoy working with these maiterials?l
H
’ o 7.3
1 ’
\I
4 h i
N
3
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The Construct, Structure

The construct, structure, is an extremely, important one snd is ‘

~ supported in the research literature, both from the perspective of the

instruction, and the organization of the classroom, as the LAT members

- well know.; The structure of the instruction 1s the‘}irst concern. The
-first two groups of questions are primarily directed to that concern.

" Portions of the materials that facilitate maintenance of a well organized

‘clsssroom‘gre the concern of the final two groups of questions

ITIA. The'question asked to detdrmine 1if there are specific ex-
ipressed or implied instructional objectives on which the instruction is
bssed '1s the following:

. . .
| 1. To what degree does the instruction teach to the ob-
jectives? 4
{ If it is not possible to infeg the obiectives from the materials,
" the, instruction would suffer from lack of direction. The presence of
gpecific expressed_instructional objectives very much facilitates the
work of the teacher. If made available to the students; objectives tell
them what they must do, under.what conditions, and how well. These'terms,
of course, define a ﬁell written behavioral objective. Yet, there is no
specific question in the .instrument, as there are in most analysis in-
struments, on whether or not there are ijectives.

The reason there is no such question.is that the mere presence of
expressed or clearly.implied objectives is necesssry, but of itself, not
suf ficient. 'The inability to infer objectives from the materials when
they are not explicit is very important, ss noted. However, tse important

4 ’ ’ -
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consideration for structure is how well .the instruction teaches to those
expresséd or implied objecti§es. ‘ .

Sometimes objectives are quite general br are expressed as themes
and skills.- Iﬁisuch cases, the specific objéctivés muét be inferred frdm
the student‘activities'and/or the asseésment inscruménts. For example,

a theme may be "peqple live togét@er in society." Clearly the concepté
woﬁld be sociological. If the students' activities include reading about‘
étyles of living of different socio-economic arid ethnic groups in this
country and the tés: questions aék fof comparisons,' one objeccive that
coﬁld be inferred woﬁld be the following: Coqpare and contrast ways of
living among variods given socio-economic and ethﬁicAgroups in American
Society. I such fashion, one could make inferences about objeccives if
they were not expfesée&. ’

. — { . . -

A well structured set of objectives may lead q}early to the terminal
goal, but‘unléés the instruct#dn i?aches to the objectives, th: student
cannot master them. This matching, at this point, is not related to -
psychological or pedagogical concerns, (which are attended under instruc-
tional events) but only to the faithfulness of the mat;h. for exampie,
supposé one objective is that the student should be able to write a com-
pleta, complex sentence using descriptive adjectives and adverbs. If
the student'activities demand the writing of lists of adjectives and
adverbs; the writing of‘simple sentences; underlining oflsubject and
predicate; repeating thé definition of a complex sentence; but do not
require the writing of the kind of sentence the objective specifies, fhe
materials are not adequate. Sometimes instructional materials list ob-
jectives that are teétgd, for which the various necessary prerequisite.

36
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skills are taught, but they fail to include activities,ﬁﬁich require the

student to gerform the terminalvpehavior demanded by.tﬁe objectivevat any

time during instruction. - >~ ' |

 The strﬁcfuring of the objectives is the ﬁost difficult aspect of .

cur§icﬁlum to anal?ze. It also.depends most‘heaviiy on the model of in-

‘struction.;hé analyst adheres to. The process taught in these training
materialg is based on a structured-curriculum model of construction.
Some'interagtive models.of }nstruction mny'not be as pre—stfuctured as
the structured—-curriculum model presumes. Hdwever, some provision must
be made in any,pﬁrposeéhl iﬁstructiop with goals and‘objectives, for the
instruction to proceed from entering behavior to terminal behavior, and
research clearly supﬁbrts‘small-step, carefully structured instruction in
basic skills. | — - ‘

IIIB. The ﬁuesti&hé—asked to determine how well the bbjectives are
sﬁructured and”seqﬁenced to puild.towards_:he terminal goals are the
following: .

How well are the objectives structured and sequenced fo'build
toward the terminal goals? j

1, As indicated'by a concept ahalysis? (sampliﬁg)

2. As indicated by a content analysis? (sampling)

3. As indicated by a skill analysis? (sampling)

To determine if the objec:ivés are structured and sequenced to

build toward the te:minal gogls (B1, 2, 3), an examination of a scope and -

sequence chart may be sufficient for identification of gaps or deficiencies

in objectives which the analyst perceives as essential to achievement of
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the specified behaviors. Or, on the eontra;§, such a chart may appear
to the analyst to be to;ally satisfactory or, indeed, to be mére inclusive ~.
than is aﬁsqlutely necessary.
When thgre is any question about any portion of the curricuium;
when a particular ;érminal objective has‘given trouble in the past with
these students; or when there is not available anradequate,(i.ei, éxplicic
and detagled) scope and sequence chart, it may be necgssaty to sample
_expécted trouble spots in the curriculum and do a compfehensivelanalysis.
v . of them. Even if the developers have provided an adequate deécriptionvof.'.
the curriculum matérials' structure, a comprehensive stfﬁctural énalysis'
. \ A
may provide. the aﬁalyst greater confidence in his or her estiméte of‘hqw
well these instructional méterials have béen structured.

If there is an expected trouble spot in the curriculum that is

N aﬁalyzed for structure, that same portion also should be.chécked to be

#

%

K sure tﬁé ins;ructién teaches to the objectives (IiIAl) and subsequently,
that ﬁhe,tésting procedures arequequa:eifo: that specific porti;n of the
curriculum. This m;y requige the analyst to go back ahd forth in the '

" analysis process rather than to follow ;he step-by-step.procedures in the
prescribed sequence. .However, this is an inevitable consequence of asing
spot checking or sampling for expedience. =

| The processes‘of énalysis described here gre derived from the PIC
De;ign/Analysis Model (Gow, 1976, 1977). The th:ee analyses are'done sep-
Erately for both éesign and‘analysis, but are combined‘into'an'instrucf

tional hierarchy‘%or design. For analysis, the hierarchy may be the

explicit objective sequence or may be implicit in the instruction, Qnt it

J o ’ .
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is the initial point of take-off for the analysis of strpcﬁﬁre (rather
\ than the terminal ©f the structuring process as it is in design).

‘ Although all this ;OUhAS cémplicgted, 1t‘isnft.‘ In less explicit
terms, an#iysis {s the reverse process'from design, and anélysis of struc-
ﬁurencan begi? with the objective.scoge and sequence chart or with the
instruction whicg is built on suéh an implicit'or explicit chart.

6f the three analjges (concept,.concept ;nd skil;),‘the content one
is easiest to describe and to pe;form.becau;e it is familiar to us. Thié '
is so because tﬁb‘familiat;textbook table of co;tents is a logical ordef-{
“ing of the curriculum content. Teachgrs examine the table of contents to
dete;mige what a particular tektpook ingludes and ‘what it omits. The
process of content analysis of ? course, a unit or a leséon is thé pro-
o féss of'identifying the teifhiﬁg‘sequencé_of the céntent. The cg}terion

| " for appropriatehess of that sequence under this construct is the degree
to which tﬁg content ;s ordered iogically (1.e., tewperally; simfle to
complex; coﬁcrete to abstrédt; familiar to unfami%iar, etc.) the

L

‘appropriateness of step size between content objectives for target

*

populatidﬁ.
’ Concept analysis is a more difficult process.for most analysts.
This is partly because teachers (and others) customarily considerlthg
concept structure as identical with content struciure. It-is this sep-~
aration of content structure from concept structure that is the unique
feature of the PIC Model, and it,was.conceived in recognition that one

or the other may be emphasized but they may not both be equally'well

structured.
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To-perform a concept analysis omne identifies the major‘concepts"

taught it a portion (sampling) of the curriculum and analyzes the pmcess~

- . (sequence) in which they are organized to be built and combined into prin—l

.-
..

ciples, generalizations and constructs. To perforn such'an analysis and
to judge the quslity of the organization of conceptual structure, it is
preferable that the analyst be an expert and/or an instructor inrghe,sub-,
ject area.being analyzed. If ‘the LAT includes one or more specialists'in'

this subject, their judgment probably-should”take precedénce over tharvof
|

oyt

-

a non—specialist. The conceptual structure of a particular discipline \\\

may be obscure to those to whom the discipline is not a major area of

‘ )
coatentration. If the LAT does not include s specialist in this subject, _

it might be _appropriate to consult one.

-

The third kind of structural analysis that should be performed to

L}

-

estimate the adequacy of a curriculum's structure is a §kill analysis.

QU

- This analysis may be a fine-grained analysis'of an early reading'grogram;

perhaps, using Gagné's learninglhierarchical sequence, or for most

curricula, other than the early‘stages of reading or math, a Bloom hier-
archy; lo perform such an analysis, one examines the oehavior demanded
of the student in any givéen sampling of the curriculum.

’ li the lessons are preceded by objectives, the:focus for a skill
analysis is on what tne objectiues say the student will do. For example,
the student will ''name" is at the.ynowledge;‘or lowest level of Bloom's

‘gaxonomyf The sfudent will "translate into his or her own words" is the

.second, or comprehension level, etc. The succeeding levels are applica-

5

tion, analysis, synthesis and evaluation.

EY
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If‘there-sre no explicit,objectiggs; nevertheless what the student ‘
does .to carry out the lesses‘sctivities‘is-the‘skill. Each, behavior
which demonstrstes he or ‘she has been instructed, by reading, writing,

,tslking. intersctins with students, teacher or others, or msnipulstins
the instructionsl msterisls provided is one step in the hiersrchy of
.ﬁdskills thst is the frsmework of the instructionsl sequence.
A finer grained analysis may . be necessary for some student behsviors;
" }.'especially those demanded in esrly resding, for example. Gagné's hier-- .
srchies may be better suited for such an analysis. Fcr example, Gagné

e

f” labels learning of language sounds as stimulus-response lesrning, the
lcwestllevel in his hierarchy. Recognition of printed,lettcrs by sound
is et his second level:"schsining.~ Msltiﬁle discrimination'inqludes dis-

:tinguished similar words. | |

' _?or levels higher than multiple discriminstion, it 1is better to use

| ‘Bloom'silevels. chesd,'ngné's\S-R; chaining, and multiple discrimiss-

» . . : ‘ ’ . o
tion eould be considered subcategories, of the knowledge level of Bloom.?'

o , - . .

" The order in WHich behavﬁors shculd be structured in any given

. sequence may not, necessarily, be the order in which every child will

_ leer,best. When a designer develops his instructiocal sequence be at~

tempts to provide an o%ltin'xsl sequence based on logical, psychol@gical and
. - ‘. . ‘ P " ‘ ' -
pedagogical consigsrations.%

t

For the anslyst the tonstruction of such a sequence 1s not at issue.

_ The analyst s tssk is to identify gaps—and deficiencies if they exist.
® . L Y

lBloom 's Taxonomy levels and Gagne s hierarchy levels are in the
exhibitsriphthe,sppendix of the manual.

>

€ , +
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Since content, concept and skill analyses have been deécribed here; are

outlined step-by~-step in the chart of procedures. and are practiced in

" the exercises at the end of this manual it will suffice, at this point,

]

to prouide examples of how possible-gaps or deficiencies might be identiq9

fied.

Gaps_ or deficiencies might be found to exist in content, concepts

-~

or skills under any ‘of the follOwing circumstances'
" If the analyst in performing the analysis finds that a piece

-

~ of esseng$31 information in the content sequence, or an essential skill

is presumed to have been previously acquired by the studént although the

———

- analyst is aware it is not in the‘repertoire "of these students; (e.gt,

the-students are.to read stories with many unfamiliar words‘hhich they
must sound out, using context for meaning, but have had little or no ex-
perience deriving meaning fromw context in simpler problems. The student .
is expected to find_information in the library, but has not acquired
library skills.) | | ; g

b. The analyst discovers that one or more'of the three analyses‘
(éontent, concept, skill) reveals ‘the developer has omitted an important

'step in the instructional sequence. (e}g.,'the relational terms above,

below, behind, before are being taught. , The hieragchy includes objectives

- to teach each term separately in relation to a concrete object, to teach
o, - ’

discrimination among the terms taken together in relation to a concrete
object,~to teach .the terms in the same order in relation to an object on

L4

a page in a book and on a chart on a board. Left out of the sequence is

o

instruction in these terms in re]‘ion to the student himself.)

<
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c. The instructional hierarchies are all truncated. They teach at

the knowledge and comprehension level only. Students.are seldom asked to

apply, analyze, synthesize. They may, on the other hand, be asked to

¢

. aynthesize without any steps in between comprehemsion and synthesis.

(a.g., the termihal'objective is to write a poem, whigh is a synthesis

level objeccive. The sﬁudents have been asked, in the other steps lead-

O |

1ng up to this, to reéd poéms, recite poems they have memor{zed, and tell .
- the maanins of poems. Tbe highest level is cranslate.. comprehension,

‘However, they.have never learned rules for writing poems, applied each

. ) 3 N L ‘ .
Qf_théph'and'analy:ed poems to identify how the rulgs had been applied

by the poet.' Had these tasks been pért of the higrarchy,'lt.would pro-
gress from translation .to application and analysis before reaching
synthesis.) . - o

These exampleé/were purpoaéyf?éhosen because they are kinds of

omissions teachters cdstqmgrily take care of almost automatically and

because they anre not gaps recognfzable only to a specialist in reading
or math. Teachers plug g;ps da%ly. However, materials that reqaire such
ﬁeasures aré inéerior in construction to those that do not. Some 6f the
gaps might require filling only &pr the student who has trouble learning
Some may not be as readily recognizable as these examples and yet they
may be crucigl.
Determination of the presence or absence of a testing procedure

and its adéquacy is eséentialvto structure since the student's progress
from one objective to the next objgccive hinges on $astery of the firsé

or® before he can work on the subsequent one.

43
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IIIC. The questions asked to determine if there is a tééting pro-

cedure adequate to determine mastery of the objecti&és are as follows:

 —-

l. How well do the test items, observgtion guidelineé or
other mastery criteria match the implied or expliqit objectives?

2. Are ail objectives, stated or implied, measﬁred.or checked
‘by observation and are criﬁgéia provided?
a. affective?

) b. cognitive? = - .

c. psychomotor? -
The fiist of these questions refers to the match of - the exﬁressed

* or implied objectives to the test items. ("Are the test items indeed

criterion-referenced?" is essentially the question;) A test item may

demand‘behavior that is something less than, different from, or more than
N the objectives specify. In any of these cases, thg structure of the cur-
riculum, as defined by the objectives scope and sequence, is weakened and
must be judged 1n§dequate.

In the case of affective objectives, usually there is no testing
procedure possible. However, if the objectives are well-written it is
possible to identify observable (through n;t testable)vbehaviqrs accept-
able as evidence of achievement of the objéctives. Sometimeé these are
provided by conscientious dgvelopers in the form of observaﬁion guide~
lines and/or chec;lists. The second question attends to each domain of
objectives, ;f domains éther ﬁhan the cognitive are relevant. Furnishing
of criteria for evaluation of objectives by the‘develcper is very helpful

to the teacherv

; ‘ ‘ *1f¥
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While this d;scussioh of structure has centered on analysis for R L.
structute of new materials..the match of instruction tests and cbjectives
i{s of major concern in the anaiysis of present pcegrad‘as well. In addi-
_tiom, the cse of standard achievement tests may cloud the issue by call-
ing attention to supposed inadequacies that may be real or may be stmpiy -
the result of adeqcate‘instruction for different objectives. | i
For example, if you feel you have a probf%m in mathematics because
your standard achievement scores are low, but, on the other hand, the
items in the standard achievement test do not match your objectives or
your instruction, theré may be no problem at all, ~unless it is a problem
of redefining goals and objectives or selecting different tests as the
measures of progress which arelﬁalued by the school.i You;simply are not
‘measuring what you teach. That is.an adﬁinistrative problem, not an -
analysis problem. Similarly, if your instruction does not match your

-

objectives, you are giving l;pseryice to behawiora you are not teac&}ng , @;:
‘ehc_probably cannot hope to have students reach the goals to which those ‘
behaviors are prerequisite. =
All of this seems obvious and therefore to mention it seems un-
necesea:y. However, this often is not considered in acalyzing present
.materials and selecting new onesl In the preparation and previewing of
materials, the content, concept and skill emphases and the instfuctional
method appropriateness to your school (match to your students and teach-
ers) has been considered. This is one kind of matching that is important
to the intrinsic.anslysis process. Often in the examination of instruc-

tional materials, the expressed or implied objectives are evaluated sep-

arately from the instruction and the curriculum tests without considera-

& .
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ﬁion_of,their interrelationships. /The closeness of match of objectives,
instruction and curriculum tests, however, is one ﬁeasure of quality of ,
. structure. As ény curficulum designe: well knows, objectives and tests
usualiy are-writteh bef§re thé instru;tion or‘lesson is written. iests
'simpiy‘ask that the'stydent demonstrate the behavior described in ;hev
objective. - Then lessons are_désigned to’teach.tovthe objective.
"It would seem that'détermining tﬁe match of objectives and tgsts
‘vwould bev;n eésf task.. For some reason, it is not.' Probabiy thgt reason’
is habit. bettain behaviors are tested in certain ways which mai be in-
apptoptiate, but wh;ch have been unéues:ioned ;xcept in university classes
in testing;. Progress through é well-structuréd‘curticulum cannot be
measured 1if thg three way match  (objectives, lessons, testﬁ) does not
exist. Therefore, to determine if a curriculum is or is not well-
\~? structured, the analyst must be able to master the skill of‘identifying
such a three-way match or lack of ;t. Some exercises ét the end of this'

manual are designed to provide both practice and a check on your ability

to carry out this analysis task. - -

Long form questions: The explanatqry value of the more precise
questions in the long form 1nstrum;nt for thé construét, structure;‘prob-
ably wili be gréater if the questions on the firét three portions under *
structure (ABC) are listed here. This is so because these refef fo the
substance of the materials while the final portion (D) rgfets to the
props.provided the teachers in the use of }he structure for orgahizing.

the dlassroom. These additional questions follow:
-




8

'of unit, or other curriculum tests which demand ﬁhe'behgvior expressed

k4

IITIAl a. Do randomly selected objectives have matching instruc-
tionsl materials which both teach and require demonstration of the identi-
cal behavior described by the objective?

IIIBl a. For each generalizatioﬁ which 1s a part of an expressed ‘

or implied objective are the component ﬁfinciple and concepts taught? v

.b.‘For each prinﬁiple which is part of an expressed or implied
objective are the component concepts taught? |
IIIEZ a. When content previously encountere§ 1€<EE? subject matter
of later imstruction, are references ma&e to the earlier 1nstryction to
help bulld cognitive éridges and instructional structure?

IXIB3 a. Do the behaviors reﬁuired of tﬁe students fall within

-

the same taxonomy levels or are all levels of behavior sampled, when this

is appropriate?

2 A a

ITICI a. Are there self-test items in end of chapter and/or end

<

in the selectedvobjedtives so the students are made aware of what mastery

. tests will require for progression?

IIIC2 a. For expressed affective objectives, is there anyAguidance
in determining how’gs judge whethér they have beén attained? 1Is moré |
than one example of.critetion behavior supplied in the teacher's manual
or in other guideliﬂes? o

b. When a'concept is taught, is it tested by requiring tbe

student to distinguish between examples and non examples and to generate

a new (e.g., untaught) example?

47




¢. When a principle is,tauggz, is it tested by requiring
:eca;l bf compoqent concepts, by requiring stating'ihg principle and/or
by asking the étudent to apply it, ér,describe how it could be applied,
ér';o degcifbe cases where ;t,would or would mot be applicable? |

d. In generalizing, do studén;g generate their owﬁ examples
of the genéfalization? _ | o -

L J
. e. In'probleﬁ solving, do students select the appropriate

principle and solve tPe problem? S . *

] g IIiD. The questions asked under section D of the analysfé instru-
ment, designed to eetermine the qualitx of the guidance supplied:by di-
rections QB the teacher in instructional materiéls and the teacher's
manQal are the following: )

1; How adequate are the propé which the instructor's manual
provides to guide the teacher in diagnosis of student needs and for
placement and progression?

2. How adequate is the guidance supplied by the feacher's:
'.manual for alternate, remedial or supplemental instruction for students?

3. To wﬁat degree do the range of the objectives alone or
the objectives combMaed with thé remedialvor supplemental instruction
match the range of the student population?

The first two questions require an estimate of the adequacy of the
help which is furnished in the diagnosis of student needs. Does the
teacher's manual tell you how to judge where the student should begin,

how you will know when he or she should move on to a new task and which

task? Are there alternate materials, remedial materials and/or supple-

18
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'mentary materials in the program or are there suggestions far what you

can do to offer each of these as ﬁeeded by your stuﬂen:s, as well as

susges:ions for how you can tell that they are needed? Any part of these

'questions to which the response is "no" should be considered a valid

reason for judg;ng;the.quality of chis dimension as less thgn satis~

[N
Tre E

Even 1f the structure of a program is perfect, if there is no con-

sideration given to-how each student using the program will progress ‘'

" through it, it cannot gg'considered wéll-structured. Even with adéqus:e‘

A .
structure and options for alternative, remedial and supplemental instruc~

tion, 1f the teacher is not informed about hiow to employ these alterna-

tives, he or she)cannot be expected to provide optimally structured 15;

. struction.

The fimal consider‘lon. under this construct, is the degree to

-
 which the range of the instructional .objectives, including the above-

mentipneq options, meets.the rSEEA of needs of the popﬁlation to be
served (ITID3). If the materials under consideration fail to meet the
needs of any considétabie gsegment of the school population, it would be‘
economically unfeasible to purchase them. Supplementing the materials

could gndermine'their carefully structured sequence as much as could a

. failure to use them appropriately because of inadequate instructionms.

Long;form‘guestibns which further explicate this portion of the

strﬁcture questions are the following:
[
IIID1 a. Is there a scope and sequence chart to provide an over-
; BN )

all picture of the structure of the instruction?

19
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IIID2 a. How readily can remedial or supplementary materials be
1

plugged into this structure? Does sbme.simple and feasible coding system
appear to be possible for facilitating use of all available materials

: -«
which can be fitted into the curriculum structure?

b. How well does this course, as it is structured,,fit‘into

i

the total school curriculum in this subject, especially the immediately

preceding and succeeding courses?

$



‘The. Construct, Instructional Events

' .

Ihe’final construct, instructional eﬁﬁngg,‘is restricted to considﬁ
eration of how tﬁe maferials'ceach and what they tell the teacher about
how to teach. Some 1nstruct§9nal materials fail to take the teacher into
the designer's confidence. The instructional methods, and tﬁe philosophy
behipd them, may have Séeu briefly mentioned in a forward or in advertis—
ing_literﬁtuig, but often the specific ?tfategies used in the séudent.in-
structionai materials are not identified and the ratiohaie for them is not
revealed. This is unfortuna;e, since the\teacher cAnnot support and day,‘
indeed, defeat thé purpose of strategles of which he or she is unaware.
It is hoped that the skill of analysis, as taughé in these materials, may
he}p teachers to identify the strategies which developers have employed
and have not described for the user. . |

| The instructional events construct is dividéd into substance and
usége. Instructional evenss, substance, reférs to the quality qf methods,
and strategies used in instruction and the quélity of support given the
teacher for monitotiﬁg instruction which employs these methods and strat-
egles through explanation of how and why they are used. The intrinsic |
quality of contént concepts and skills taught is also a concern under this
_construct as well as the efficiency of the.managemen; system which'keeps
the instruction;in fhe matefials functioning so that’studenCS and mater-
ials are 1nt3?facing to :he qaxiéum ﬁossible exteNt.

Instructional events,.usage, ié the element in these 1nstrumeﬂ€s

that calls upon the analyst's background knowledge and experience in in-

structional psychology and all the possible input from the PSIP agencies

T\
’ i
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to update the énalystfs knowledge and understanding of what research im-
plies for practice. Here fhe most reéeht préscriﬁtions for how to teach
the subject being énalyzed can be plqgged.into the process.

- | _ IVA. Instructional Events (substance). To determine if the teacher's'
manual pfovides sufficteﬁt teaching assistaﬁce the fol%owing questions afe
asked:. Do the materials érovide:

1. informatipn on methods?
2. information on strategies?
- 3. background information, vocabulary (definitions ofntermsj
and procedures? N |
If the method used throughout the materials is inductive and the
student is expected, through examples, to learn a conceptvor to acquire
| an underé&anding of how a principle wgrks the 1nétructor should be informed
N that this 1is the method usgigkna;che rationale behind it. Usually, for
young children, a concept thﬁg is abstract is taught inducgively becaqse
the child is still at the stage of concrete dperationé. Some children
‘might be thoroughly confused by a teacher who was not informed that this
was the method used and who sttempted to define, and teach the children to
dé&ine, abstract concepts they could better learm f& induce from the'ex-
amples given in the materials.
Some Levelopers are very con;cientious in providing teachers with
the rationale for their selectipn;of methodg and strategies‘and include
’
background information that can be most helpful. An examplé that will

illustrate this point may be found in the Individualized Science'Program

(IS) developed at LRDC. In a levél A lesson designed to teach the student
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to explore alternate ways of sorting objects'ahd to explore the concept.

. of class inclusion, rote in the following description the tremendous
teachpr support offered in the background information:

' The lesson activity is built s;ohnd a kit containing a bduquét

L, . “ »
of flowers. The students name the flowers, sort them, are asked to

suggest other ways of sorting them and continue until fhey have run

4

out of suggestions for sorting. (e.g., Bouquet: flowers, leaves,

Bouquet: roses, daffodils, cﬁrnations, philodendion leaves, dshlia

leaves, etc.).

¢

Then the suggestfon {s &édé Eo thefgéaéher that the examples
given are‘madé.in one sort and mul;iple éorﬁ could be introduce@
by asking students to sort the flowers by kind and the leaves by
kind, and then the flowers by color. |
B Other suggestions are made: to draw a chart, to ask questions
such as "are there more roses or are there more flowers? Are there

moze red carnations or are there more leaves?"

o—

Finally, there is this note:

This DGA* is not designed to teach the student how to
answer these questions, but rather to explore the idea
of class inclusion. When asked, "Are there more roses
or are there more flowers?" it is fairly typical for a
student at this level to answer that there are more
roses. He looks at the three classes of flowers and
notes that there are more roses than daffodils and more
roses than carnations. He is comparing the number of
flowers and that, therefore, there are more flowers than
roses. Don't tell him that his answer is wrorg, but dis~-
cuss the answer with him. ,Ask him questions that will

. help him identify the class of flowers and the class of
roses. If you are interested in reading more about this
behavior pattern in children, it is discussed in detail
in books by Jean Piaget and in books about the work of
Piaget.)

*
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IVB. To determine intrinsic quality of qontknt, concepts and skills,

the questions ask for an eetimate of: | : | .

*
-

1. .content quality. !
2. concept qoality. | : f | .
. . ; .
3. skill quality. ' N
To examine content,'concepts and skills‘for substantive quality is
‘not the same as the examination of these saqe elements for their match to

[

the school s goals which"1is part of the preﬁiewing phase of materials an-

alysis. It is different from the scrutiny of the same elements for:the

‘ -opportgg}ty they provide for learning beoause of appr7§riateness and rel—

" evance to student experience needs etc./ The perspective on these three
,elements (content, concepts, skills) in this instance is also different
from that involved in the analyses done for evaluation of structure and

N . the examination of their appeal as motivators. It is an examination of

the intrinsic quality of the instructional content, corlcepts and skills

\

and the imstructional events in which they are emhedded

Skills may not be rated of high quality, for example, if consistently,
throughout the materials, they sample only knowledge end comprehension
level behaviors. . Teacoers often speak of materials which have this fail-

K ing as requiring ''only memory work." |

“Judgment of content and concept quality teﬂds to be rather subjective
or to be very much contingent on the analyst's ph%losophy of education or
his or her methodological orientation in the*subjebt field. For example,

" which particular letter sounds should be'taught at%the beginning of in-

struction, and how many should be taught how fast,‘are theoretical

LS
ES L
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.questions.which could draw forth four or five differeﬁt,responses from
. - ’

four or five différsnt experts. The advocate of a linguistic approach

might respond differently from the advocate of sn'informstlon‘processing‘

-approach or an eclectic approach. Dr. Isabel Beck and Ellen MbCaalin; in

snal}éing.sighﬁ'beginnihg"readingvprogrsms, found that the phonics in-
. struction in fsur basal'progrsss_(clnn; Houghton Mifflip,‘sshk Street
and Open Highways) was inappropriate for csmpsnsstgry edqcstios students.
This vas based on their ssalysis oflthe phonémic anslysis 1nstrsctlon in .
“these programs. It was also based sn their belief in the necessity of
ssry carsful and explicit'testhing'of phoﬁemic analysis skills. In short,
‘how one jpdges the intrinsic quality of the instruction in student nat-
erials is affected primarily, by the methodological orlentation of-the
" analyst. Lo . | | S,
IvC. Questions asked to determine if the management system is
efficient enoggh to support the quality of 1nstruction are ths following
| 1. Can students work steadily without delay or. threat to
the affectiveness of instructional events?
2. Can teachers manageuinstruction without frequsnt_break;
dswﬁs in the systemé i |
; These questions deal with the level of support prosided by the man-
’ sgemedt'system for the instructioﬂsl events evaluated by the previoss '
questions. NoAmstter how good the quality of‘content, contepts and skills

.

as measured against current expert opinion or research, if the management

system is not' efficient enodﬁh to support the effectiveness of these

instructional events or the teachers cannot manage the system, because

{
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EY



" of its complexity, without frequent breakdowns, the quality-of this in-

struction will not pay off.
‘ f

For,example,‘let us uée, again, the Beck, ﬁcCasLin reﬁprt on réahing
and the explicit teaching of phonemic analysis skills. Usually, this in- '
volve§ the.teagher holding up cards ;nd pﬁdeli;s thé sounding-out process}
In an individualized program, the managemenc systém must permit‘thg teacher

’ ’ to carry out thisiﬁstrﬁqtiqn with large or small groups: as uegded‘while
other; gée occupied_iq othe}.activities. To Be-effecttve,tﬁe gyséem'dhst_
support the variety of'activitfes required wighouq a breakdcwnw

lIn the ECRI prbgfam,&for another exampie, fﬁe highly gtructyred =
pfbcessfinclu&gs sounding out the word aloud, spéllins.it and'writing ;t. N
The invariant characteristic of the pfécehuré helps to make it work., The
s:udéﬁts Qéry quickly learn what is expected of them and the tea@her's

N ability to check out r;sponses of sevetal children speakdng inlﬁnison and
wri@iqg simultaneously isvtremen&ously fa;ilieated bij::is inva:iance}in '
the system., | | "
Judglgg the manaéemént system's adequacy 13 diffiéult without seeing
it in action or trying it out. H&ﬁever, as in judging fhé quality of
“teacher prdpé in thé.first group of questions on the substantive quality"
of instrpcti&nal evgnts, the amount of effort that’is put into Pupporting
"the teacher with rationale, deeailed.procedures, alternatives,‘an& sgg—
gestions of what méy,be expected from the students in their response to

the instructional events, often is a prediction of how effective the

system wil% be in operation. .
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Long form guestions:, The questions that further clarify the intent

of instructional evente; substance sre the following: ‘ |
| IVAl a. Do the instfuctions to the teacher specify whether or when

the msterisls teseh inductively or deductivelyf Do they indleste if a.
discoverx, guided discovery or 1seividus1 inquiry method is used? Are -
'theyfused in accordance with-sppropriste.pedegogical procedures?'

IVA2 a. Are 1nstruetional.strstegiee ever mentioned at all in
descrip%ive or teacher materials? If they are not, it must be assumed

that'the teacher's‘cooperation is not required for effectiveness unless
: J 3 o

there is evidence to the contrary. °. \ _

7

IVA3 a. When the materials require an 1ntroduction by the teacher
or a synthesis, %é the requiredvinformet;on supplied for him or her or.
must the teacher supply it? - “ | '

b. In presenting sny information to the teacher on meﬁhpds or
stxategies, are sll terws defined and all procedures describéd?

IVBl a. Does the teacher who will teach from these msterials feel
that the content is. what ghould be taught in this eubject to thsse child-
ren? What do the experts say the issues sre? Tahlng these issues into
consideration is this the content you would choose?

IVBé a. Are‘these the concepts schdiers in the field recommend
-should be taught to}chiidren at this stage of their development?

IVB3 a. In order to teach the children learning-to-learn skills,

are all taxonomic. levels séﬁpled in these materisls?
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. IVD. Instrugtional Events (usage). The last two questioms in the SIP
bt form of the intrI;Qic anaiysis instruments relate to the ﬁsage ra:he; than . \S\\
the substance of the instructional events. The questions asked are the
'following: Are the instructional strategies and methods appfoptiéte for
- this studentlpopulation and are they used effectively? \ *f ,
1. Appropriateness of strategy selection and uéage?-
2. Appropriateness of methods.selection and usage? .
'Methgds, of course, may be chosep because of the kind of studénts
the materials are .to be used withlor“the nature of the subject matter.
"For exampie, a deductivé method of teaching an abstract concept may b§ |
most expedient for adult learners when the same conce;t would best be
‘taught fnductiyely to chil@reﬁ not yet at the stage.of formal operations. .
‘ Induirylmighf be the method of choice for an elemfentary school sciénce -
L érogram which claimed to provide hénds—on'experience,manipulating sub~-
stances and macﬂines and éttempted to develop curiosity about ﬂatu;al
phenomena... A deductivg approacﬁ would be inappropriate ;n such ‘a case.
Strategies that would be most appropriate with ﬁne student population
might fail miserabiy with a different pogulation.
A mathetics (or backward chaining) approach might be very effect- -
ive in teaching a”youngvstudent a méﬁorization'task such as’ learning to
recite a poem. For an adult student in a poetry appreciation class who
would find that approach tedious, it could be more effective, and better
suited to the purpose of the course, to teach it By asking.the'student to

- analyze the poem, identifying the major concepts, the rhythm and the

rhyming pattérn, and then to use these to facilitate recall of the poem.
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There 1s;only one long form question under this portion of the
instrument, but there is also a list of strategies for the analyst to
check out and to supplement with his/her own favorite strategies.

IVD1. a. If the materials claim ;o use certain instructional strat-
egies,‘do they also tell how they éfe used so you can judge the appropriate-

ness of selection and usage?

Ly ~ ~

b. Following are some instructional strategigs that you might

want to check for and to ask yourself: Afa\they appropriate here‘and are
.
they used correctly? .

small steps

cues and prompts .

questions distributed through instructional materials
(rather than only at the end)

advance orgsnizers

backward chaining

concept-learning strategies based on range of instances

subjec’t area specific strategies such as modeling in
blending

practice

reinforcement °

feedback -

Summary of Criteria

Criteria for prescreening are essentially those identified by the
LAT. Constraints must also be‘considered.  Procedures for prescreening
réquire matching of’the identified philosophy goals and objectives of the
-8chool with the emphases in content, concepts,, skills and instructional
method of the materials.

Appropriatene;s and relevance of the activities, content and con-
cepts to the student population and degree to which they teach all child-
ren in a clear, focused!h concentrated way and adapt to individual differ-

s
énce are criteria for evaluating the amount of opportunity the materials

o
O
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being anaiyzed would provide for students to learn. The appropriateness
should be in terms of all the dimensions along whicﬁ children differ which
may be related to learﬁing, if we have some knowledge of the way to deal
'w#th these differences. ‘

How motivating the materials may b;Ais‘judged on the basis of.the
amount of self direction, self selection and self evalu;tibn§ fﬁe rein-
forcement provided by materials and suggested to teaéhers; feedback to
stuaeﬁts on their work; variety} intqfest, and functional quality. °

Structure Qualitf;is b;sed on explicitness of pbjectives and their
match to léssons and tests; the appropriateness §f‘the éontent, concept |
‘and skill sequencing; and_thehadequacy of guidance supplied for the‘
teacher in diagnosing aﬁa in remediation.

i Instructional events are evaluated on the basis of the quality of
assis;ance provided the teacher on methods, strategies and background in-
formation; the qualiéy ;f instruction.infrins§c in the materials based
on what research suggests as effective;:and on the efficiency of tﬂe'
managéﬁent system to sﬁpporb this qﬁality instruction. The appropriate-
ness of the use of the instruc;ional sfrategbes‘and methods for this

particular population, and in the suggestions to the teachers for use of

-

these strategies and methods, are the final criteria for analysis,



Analysis of Management System, Practices or Processes
When a'curri?ulum grogESt is'analyzed,,as was descriﬁed'in Ehe pre-
ceding pages, the bhiltéin managémentwsystem,(if any) of that product 1is
analyzed cbncurrently. Howewer, when a school cqntemplates the adopti§n

. ' )
of a new instructional practice, such as a QEthod for individualizing

) i Ak
are diffe;ent. This 1is so

-

instruction usipg its presentﬁpaterials, the kinds of questions one asks '
Ayg%huse the system, practice or process used is

the primggynfocus rather than the student, parent or ih-service instruc-~

iional mhter%gls,whicﬁ are the primary focus of a curriculum‘gfoduc;f.

If the management system 18 the sole change from presént pfogram,
the bgfden of proof that the innovation will'result‘in 1mproyement rests
entirely with ‘the system itself. ?hefefore! a special instruménf has been
developed that attaﬁpts‘to direct the attention of the linker~hnd.the LAT

2 : ) ‘
to the salient questions about the system, to help determine whether or
not it would be a feagible'sﬁiutiqp to the school;; préblem; An example
of a managément system is IGE, In&ividually Guided-Educati;ﬁ.

~Ih some instanées;Ysehools ﬁay cdntempLate gelection of practices or
processes rather than a mgnagemenf systeim,. Such practices might be speﬁial
prondures for teaching reading, éuch as the ECRI system. This 1is morxe
than a mahagement éystem.' It is a‘special‘set of instructional prgctices.
The Management Systems, Practices or Processes instrument-(MPP.form) may
be used for set; of practices or procedhres as well as for management
systems. ILA,-individualized language arts, Aiso is a set of procedures.

The particular artifacts which must be assembled for the intrinsic

analysis of a management system, process or practice are the student and

A
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ciass record forms, the teacher's manual or other handbook to provide guide-
lines for implementatiee’qf,the systeﬁ,'process or ﬁractice and any objec-
tiyesor tests provided by theedeveldpers.' Rationales_produced'by the
B developer mey'be’eepecieily heieful. If eraining is supp*}ed, it would be-
" most helpful to yavé\a description of the tra;nins.program, or; better -
still, the-pfogtam itself 1if it is A written'one.' Except where indicated -
specifically in the following commentary on the analysis process, any ot

all of these assembled materials will have to be examined to rest to *

the questions in the management system, practicgs or'processes instrument.
. ‘n ‘

Preparation and Previewing: .

As in ueing the SIP form of the instrument, the,first steps 1d'pre-

-

paration and previewing are to determine approprieteness fot the particular

eite and the match to the theoretical and philoeophical orientation of the

t

staff. The wording of the questions is the only difference between the

two forms. For products, the emphases on'centent, concepts and skills

-

are match2d to the school's emphases and the instructional meehﬁd is-

&

matched to the philosophical and theoretical”orientaﬁion of the teaching Y

staff. The processes or systems qum of the instrument addresses the same%*

*

concerns but the questions ask abeut appropriateness of the management
system, practice or process and the match of the practice or process to
the theoretical orientation of the teachfng staff.

Clearly, there may be differing philosophical or theoretical orien—j
tations among staff members, but they must be resolved during this.pre-'
viewing stage if the selection team 1is to reach. a consensus on a product
or process all members can work with.

(- 62
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" The Construct, Opportunity -

IA. The questions aéked to determine if this system or practice
provides more time for learning are the following:
L. To what extent does the system or péactiée give ché'studgnc.
- more on ta;k time? ’
| 2. To what extent does the system or practice give the téache;_
.more time to teach actively or to guide.student learning?
The degree to ;hich a‘sys:gm or practipe permits more on task ;i;e
<.for~the-student ié crucial to the effectiveness“of thé innovation since
; ‘ more on task time Provides the student with greater oppprtunity to learnm.
” Obvious as that sounds, it is a factor qhat s being emphasized by many
rof %he recent majof/research studies which rather apologetically, report

that the more tiyé activély engaged in learning a particular subjecg, thea

| - -;greater the ac@&évement in. that subject. It does‘peed to be reiceratea,

/ -

.in_spité of ifs seéminé_to be clearly évideﬁt, that of course students
:‘:learn.betée;/if théy are actively engaged in learning than if chey/afé not.
.We*FendW%o;Earry oﬁ more and more aéﬁivities in the.class:oom that are not
coéniéive; lMan? of these may be ganagemenc activities;_ 1f a system is
- ; clear and simple, or it its comﬁgéxity is so designed that when fully
functioning it p;ovides the studéﬁ:Awithbadequate'time for cognitive act-
ivity, it probably should ;eceive a high qualitf»tsting for opportunity.
Similariy, if a set of procedurgs supply concentrated on-task ;ime

for the student, they are likeiy to facilitate learning and the opportun-

¢
ity quality rating for the process should be high.

/
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The extent to which a practicé or system gives the teacher more time

to teach (i.e., to;engage in direct instruction) or :o'suide student learn- -

ing is the next decision whiéh ﬁust‘be made and a quality rating must be

generated. _

Among the h#dégement system artifaéts that.may be considered, advan-
tages which are likely to provide teaching t;me~(as opposed to excessive
‘manageﬁenf time) for‘téacher are the following: -

a) a scobe and séquenée‘chart which includes indications of reme-

le

l.diation, supplementation, and branching sequeuces.
b) notes to the teacher, either in the teacher manual or teacher's
edition of the 1gstructional materials, on what the student's opcions.gre

, ht the conclusion of €ach lésson, unit, section of the course.

A
1.

- - .¢) notes to the student on how to correct his/her own work and
< : . - .

- //'

vhat to do next. . A e

d) simple record forms for students providing scores or indicatiqn

~

of ﬁnétery and a record Sf-objectives completéd and in process.

¢

&

le) elass recard forms which show; preferably at a glance, where
each, Qtudent is at the moment. | ‘

If the class 15 not individualized, i\\<SQnone-the-1ess important
that any management system provide teacher props to make it as easy as
possible for the teacher to know where each student is in the program of
instructign. If the records are based on groups}rather than individuals,
it is still essential that the systém provide a systematic way of k;eping

track of each student. The only difference with gyoupé is that studen;s

may studﬁAand move in lock-step rather than individually. )
t . '
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The Construct, Motivators

IIA. The questions asked to determine if the system or practice

offers advantages to both student and teacher which will encourage co-
t'

operation in implgnenting it are the following
1. To what extent does-it save the teacher time and/or effort?

2,'Tovwhat extent does it help the teacher.teach more effec-
tively? ' . | e
3. To what extent does it help the student spend more active'

’l

time in learning what he/she finds interesting?

4

The consideration under the coxatru t, motivators, is very much re-

lated to and may be based on the information generated in analyzing oppor-

tunity. for learning. . However, here the focus- is the degree of motivation

e
@

that is generated by the freeing'up of the teacher to'pursue professional

‘tasks because of -the efficiency dnd effectiveness.of the system. For the

i - .
LAT member, the ultimate test of the motivational quality of a process or

management. system would be, of course,'in the usage of that process or

system. A high rating under the opportunity construct would seem to.guar- )

antee a high rating under IIAl, saving time and effort Eor the teacher.

- /

Yet, this may not be so. While a system or process mayfclearly provide
more time for learning,'the analyst may feel that the teachers in this
school would not consider it a saving of time and effort that would be -

motivating to them for'a variety of reasons.. They might have tried a

systematic way of recording progress for each student in the past and may’

\

have found it burdensome in spite of its obvious efficiency when fully H

operational. For the teachers who felt this way, even though they might

e’ N 1 X2

'1;-?’
AN

.
- . 't
. »
.
f
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/

agree that it permitted more on task time for students and direct instruc-
tion by teachers, the practice or system might not seem to be a sufficient
saving of time aﬂhueffort to makg it motivating to them.  . |

The second question under the motivators construct (I&AZ) relates -
primarily to processes, q}though it is conceiQable thatgn efficient m&né
‘ agement system, in éome affective way, by keeping the teacher calm and
co&centraied on task, could lead to more effective teaching. A beﬁaviorisq
ﬁrocess of‘teinforcgmenc might lead'po more effective teaching, for example,
as might a process Such as thejPennsylvania Department of Educaéion's Com-
prehensive Reading/Lansﬁage Arts Plan’(?CRP) using four critical exéer—
iences: responding to literature; self-selected and sustained silent &
reading; coﬁpésing-oral and written; and studying languége patterns. ‘

The‘third questionundér motivators (IIA3) is on the'motivational
aspect of the amoﬁnt of time the system or process provides for the stu-
dent to do what is intereéting to him or her. Thié,“of course, means

* cognitive activity of interest, not non-academic interests. One éxample

L4 4

of ¢fls might be the afo}emeqtioned Pennsylvania Reading/Language Arts
prdgram's 1.$f selected and sustainedhsilent réading feature, whicﬁ has
‘the potential for being motivating for all children if properly imple—'
mented. , In‘some 3chools where reading already is tﬁe "Fhing to do," it
.- might be'judged immediately and without reservation as a program that is
highly motivating to thg student.

’ IIB. Thé questions in this instrument designed to determine if the
system or practice provides ‘the student with more independence in man-

. { .
aging his own learning are the following:
: « (

"
¥ , .
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1. To'wnat extent'does?tne student have a chance fo select his
own topic, reading, activity, etc.? | .
* 2. To what extgnt does he have a chance to correct his own
work, decide when he is ready to go on. to a ne@\activity? |
3. Is the student alloved to work with his/her own n friends,
tutor or to be tutored or otherwise interact, co .itiyely, with peers? '
This portion of the instrument's items on motyvators ninges on the

known motivational effect of self-management. Questions 1-4 explore the
. !

o operate through

“extent to which this motivational effect is permitted

selection of topic (unit, perhaps), activity (which,lesson)f to correct
his/her work; to judge mastery and subsequent activity; to lan his/her
own time, or to decide with whom he or 'she will work. Y

All of these items are .relevant to either a management system or a
; : 5 ,

practice or process. An example, among R&D outcomes for student plannfngr,-

of his/her own time 1s the SelfﬂSchednle System, éhich is an instructigna}
" management dystem désignsa'to allow different children to workfon sﬁtué"'
tured and umstructured learning nctivities at &he same time withfn a
. , .

classroom. It helps students take increasing'feébonsibility for planning
and carfying out their own nntivities with minimal teacher direction.

Systems or process;s may\not4be designedfso‘speéifically for the
pu}pose of promoting self-direction nnd yet may permit it. The key nnd
important term in the above description, however, 'Quék be képt tn mind in
evaluating all self- directional activities, Whether self- scheduling, self«
‘ selection or self- evaluation "increasing. The analyst should observe

\FT ‘ .
whether the system throws..the ehild in to sink or swim, requiring him/her

.

£
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to demonst;g:e self-manasemeét behavior immediately, or whether the system

teaches self-yanagement behavior by permitting increasing ‘amounts of'it,

with full instruction in how ta do it. In the latter case of successive

approximétions, a process or.systan should be highly rated, but not in

. the former 3:lnst:ance, because no ptact:‘l."ée‘could be judged mbcivating 1f 1t
wete,thteatenigg, and any "sink of’swim" procedure uﬁula be a thféa§;hins
one. | | ’ |

The Construct, Structure

This construct, used to assemble analysis information for systems
or practices, is closely relagéd to ﬁhe just-discussed éelf-ménagement

" dimension under motivators because the latter, as we have indicated, can-

4 ¢

not be adjudged qotivatiné‘if it is not taught in steps. The focus under .

the structure construct is how well sequenced and appropriately spscgd are

- - o . S,

I the steps, not only of self-management but of any other behavior which is

managed or which is the objective qf the grocessl' _ | ‘4

L <

IIIA. Questions asked are:

. y , . ) o ’ . .
' 1. To what degree do the objectives match the identified -

!

' problems in thejtarget school?

2. To what degrée are adequate instruction and/or explicit

directions provided for user of‘the system, process!?

4

3 W
3. To what degree do the demands of the objectives match the
capabilitieS'of the students aﬁd teachers and the constraints of their
environment? T .

L

B The first question is an evaluation of the relevance of the objec-.

ti;es to the identified needs of the schoii:_ii/:iiﬁpfobjectives are
'/ ‘ l . . .

88
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expressed in a management plan. scope and sequence of behaviors chsrt, or

procels objectives listing. The fit between the idemtified needs of the

Ny
hY

scnool and the objectives).individually, is a prerequisite consideration

to the aporopriateness of the.entire structure of the process or system.

i

Analysis of structure is considerably less complex for a8 system or

, -

process thsn for a product, since a preduct is multi-dimensional.,ﬂhile a
-' v ‘
system or process is.-essentielly, sysonymous with a structured sequence‘f
\ . N Lt . o LR

of procedures. Therefore the major Questions become s) the match of the

L

'objectives to the school s problems, and to the cepabilities of students

&+

, snd teachers, as well ss to the constraints of their environment. and ’

-

R

. b) the care with wliich the structure is‘msintained by adequate instruc-

tions to users.

s ’ ’ * . - ) . ' 1]
.

extreme example of s-non-productive management system for a given

ot g sszly be “made available to- that school Thht would be an environ-

men constraint. Clearly such a system would not reach the point of

[ s

analysis because it would be screened out. A less obvious exsmpleg that
could ‘reach the point of analysis, would be a management system that de-
manded a specified weekly planning period, which a given,scnool_might not

i beﬂsble to provide within the constraints of its schéduling-and personnel
o . . [ 3

B

limitstions.

°

.
.

-\ further example might be a process such as Self- Sgheduling " This

. \
system might be given a very poor quslity rating by some LAT members who

. were searching for a procedure which w0uld relieve them’ of excessively de-

QJ
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- manding management duties (as Self-Scheduling would do), bur'who‘would
f. ' Eonsider themeelves'incapable of yielding authority to students to décide

3

when they will do which® task.

-
. »

Particularly'in reading, grouping often is a concern of teachers.
A management system that provides for grouping and regrouping of students |
for reading and whieh prescribes recordkeeping and decision meking pro-'
cedures for such grouping might well be a proposed adopcion.

Quite clearly, a grouping system end a self—scheduling systém would
be incompatible, but one group of teachers might prefer the former and
dnother group, the latter. If this kind of difference could not be worked :

out during previewing, it might possibly result in more than one selectidn_'

. . . >

r

rather than a single ehoice.

The Construct, Instructional Events : N
y . n " X

)

" This construct in the management systéms,‘processes or practices in-

-

strument is a measure of the degree to which the system or.practice permits

Fy

* the teacher to be more effective. The major question is the following:
Does this system or practice permit the teacher more time to ptan and ,
. ~cerry out carefully selected instructional strategies appropriate for

s these students?

" IVA. The means By,which this codid be provided is described in the

-

three anaiysis qdescions:

1. To what ertent does the system relieve the teacher -of
management, clericalvduties. | -
2. To what‘extent:doee rhe'system itself ineorporate use of

.effective instructional strategiés?

& t
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3. To what extent does the system permit and encourage cré-

% ' ative teaching (beyond what is prescribed) by suégestfbn, example, in-
struction, etc.? . . ' | g |
While similar to the question on direct instruction (under oppor= ..
tunit)), and the motivator. saving of teacher time and/or effort, the
focus here is.Ehe quality'of the instructional events the process or.

system makes possible. If it is a system,. it may relieve the teacher of

management duties so that he or she, indirectly, is permitted to arrange
more effective instructional strategies. If it is a process, it may in-

. corporate effective strategies. An example of this would be ECRI, which

*is a process for teaching reading that incorporates a host of effective °

sins/;xttional strategies | .

‘ Most processes are highly prescriptivd (as are management systems)
and they may prescriae effective strategies for the very sitpations which
the needs assessment phase of the .PSIP process has identified as situations
which fequine attentibn. Question 3, hcwever} goes beyond the actnaiA |

focus of the process or system being analyzed, to the degree to which it
permits Or encourages creative teaching

fExamples of this wonld'be_aanagement'systems which proyide sugges=-

.tions, examples, and how~to-do-it instructions for use of a variety of

.
[]

research-based” instructional strategies appropriate for gIVEn“aﬁEicipated
Qr unanticipated situations. How to handle behavior problems througn be-
havior modificatioen procedures, for example, could be a suggested“s:rategy.

¥
How to provide the student with advance organizers on wihich followinz learn-
- . . + L e .
ing cculd be built (or, in Ausubel's terms, under which it wculd de sub-

‘Sumed), would be another example of instruction in effective strategies.
. . \ S

Ly
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In short, the quality ratings the analyst gives to the dimensions

analyzed under instructional events are based on the degree to which the

L -

system, process or practice’frees the tegcher to teach while supporting .

the effectiveness ofothat teaching by incorporating within it effective

v

strategies. or encouraging and teaching the teacher to incorporate such

strategies in the process of instruction.

[ 4 . .

Summary of Criteria for MPP Form

’

Criterion,forvevaluating the quality of a management system is pri-
marily the degree to which it provides'strong support for the teacher.
This is true, also;‘of most processes. They are designed to provide system-
atic assistance to the teacher in carrying out effective inetruction.

For the construct, opportunity, freeing up of student and teacher

for more on task time and direct instruction is sought. Self—managqnent
t
\

' for students and aaving of time and effort for teachers, as well as aid in

teaching tore effectively, are the goals for the‘motivdtors construct.

)

\
The match of system or process objectives to needs and capabilities .

N ‘

~ of students and teachers and the provigion of user directions and instruc-

tions are criteria for the structure construct. ' ¢
. , .

Instructional events 'quality hinges on both appropriate instructional

strategies which are a part of the system and the provision of euggestions,

examples, or instruction for the teacher in how to use other instructional

étrategies that can be expected to work. Relief frdom non teaching duties,

-~

which a system or process might provide, is also a criterion for. quality

~ of instfuctional events, since it can give the teacher time to plan in-

struction in advance.
. *

7R
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Analysis of the Curriculum Model or the Instructional Management Process

The identification of the curficulum model or of the essential ele- ,

"dents of the instf\ctional‘manégement process usually is a spin-off of an

4Gt Ay

intrinsic analysis. By examining each importanf dimension of a cturriculum -

in depth, the critical elements of -that curriculum inevitab1§ are high-

‘lighted. Therefore, the modei instrument is not meant to be used indepen-

-

dently of either of the two analysis 1nstr?ments. "It does not serve ‘to
identify the curriculum model or the eésential elements of the instruction-
al managément procéss. It does serve to suggeét‘impbrtant,questions whiéﬁ
must be attended 1f a product or process is to be adopted, in order to
facilitate its effectivg implementation. The ipitial assumption is that
the analyst knows, or thinks he knows, what the model is. If s/he doe;
not know, ‘the questions should reveal the fact and further research on
product or process will be required. |

I. The first question in this instrument refers to the critical
element§ of the model. 'Often; the developer atﬁempts to explain to the .
consumer the rationale behind the program he has developeé. Sometimeé,

. v ‘
the research support for the design elements is explicitly cited. Usually,

-

a developer who writes a documented rationale will provide, also,'a very
clear description of those elements of the model‘Qbich are vital to its
effectiveness. If this is aVaiiable,‘it 1s one source of data for the'
analyst's response to this question. The information gained from carrying
out an intrinsic analysis on the product or process is the other soufﬁe.

During the intrinsic analysis process, the analyst has been making

notes on ‘any critical elements of the product or -process which are

e ~

)
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revealed as he or she carried out each analysis praced re. TYThe preface of
this manual alerts the analyst to the need to make /
as they become apparent.

Since the dimensions which are emphasized in each product or process

may be different, it is 1mpossib1e to suggest W g to look at or where to

find it im order to identify the model. Huwever, there are a limited num-"

ber of dimensions that can differ from model to model and these intrinsic .

anaiysis procedures, by organizing information under four major coﬁstructs
help to sysgematize the information on the product or process so that the
modei stands out quite clearly. |

| At the end of the aﬁalysis process, the nbtes that have been kept
on critical elements should be reviewed and revised, if necessary, as a
result of the overall impression of the model that remains after examining
all the av;ilable artifacts. This results in a listing of critical ele-
ments. ‘Such a revision and refinement is a’feature of this cprriculum
mgdel or lnscruétional management process instrument. It is desig;ed to
lead the analyst ﬁo an explici; statement of his or her own, supported
findings on the model.‘ | |

The reason the critical elements of the model should be listed in

detail, is to recall them to the mind of the individual analyst and to
mske them readily available to debate with other members of the LAT if
there is disagreement on what is critiéal. It is better to tesolve the
question of critical elements at the time of selection rather tha; to have
serious disagreement and, perhaps, less than optimal implementation la!er.

4
14
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*

By criticai elements, we mean the features of an innovation which
make it work. There is substantial evidence’that progfams often are what
they say they are in name only because what is essential to the 1nnova:ion
has never been implemented or has dropped oﬁt in thg course of being ad-f
RPFed.ﬂ[ the local site. 'Usually; this is not pu;pdseful, but happens
because the adapte;s have lost sight of ;he criiicai elemegts of the model
théy have chosen. . b

A typical egaqple of this may be drawn from the earl& days of In-
dividu&lly Prescribed Iﬁstruction (IPf), wﬁich.permitted students to move
through'the materials at their owniEEEE{ A critical aeemeﬁt was éiagnosis
on the\bésis of pretes;s. It was found some teachers pretested and then, .
even if the student mgstgred the prefest..they made him/her do the lesson
anyway instead of going on to the next lessoh.  When chalienged oﬁ this,
in almost every instance the teécher‘expoﬁnded tﬁe philosophy: 'Practice
makes Yerfect.'" They were uhdermining thé.curriculum they had éddpted by
ignofing a critical element of the model.‘ L K

On the other hand, sometimes teachers who have not recognized what

1s critjcal have been apologetic .to the developers because of changes they
have mﬁde during adaptation, which have been q?n-esseﬁtial fea;ures of the
“curriculum and entirely acceptable. 'An exampie of this would be the addi-
:io; of different books in any selected readﬁng'ﬁortion‘of a curricﬁlum
in order to permit a more interesting choice of books to the particular

" students in this school. As long as the books were at the same reading

level as those they were substituted for, it would not affect the program.
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II. The second question is an attempt to support the itemized crit-
ical elements generated in response to Question 1. Acceptable as evidence
that particular elements are critfiai would be any statements of the dev-
eloper in support of them, either with research or empirical evidence.or
. j

the logic of the developer's rationale.

For example, for the self-schedule system mentioned previously, in

addition to the specific objectives of the program which detail outcomes ' '

in terms of what the child will be able to do, there are also listed goals
of the system, the design of the éystem and student and teacher functionsf
From this wealth of-explicit informatign on the purposes og the system ii C
is poSSiblq:t;”aeduce what elements are esaeﬁtial and what elements are -
desirable but not c?itical to_the successful operation of self-schedulihg:

This does not mean .that the process of identifying critical elemenis

~ ..

and listing the evidence that they are critical is a process of eliminating

*

as many elements as possible which ‘the developer has specified as important, .

in order to have a manageable description of the product or process that

will merit the designation, model. y '

It Eeﬁns, rather, subsuming or incorporating as many elements as
poss{ble that have common characteristics under one superordinate category

in order to identify a minimal number of categories which can be designated
q . :
elements of the model. A model is, by definition, a representation or

’

pattern of something.
Curriculum products or processes never can be nor should be iden- .
tical in every setting, nor even in every classroom within a given setting.
A

However, to attain the results attributed to a given product or process,

key features (the model) must be,retained.. It is these features that may T

e

Lt
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or may not be made explicit by the developEr or publisher in the materials

themselves, and it is these features that pust be identified and, partic-

I
ularly if they are implicit rather than exblicit, must be supported with

evidence of their essentiality. T
| When the response to Question 2 is written, the analyst may want
to revise the response to Question 1.

I1I. To respond to Question III (Whagmevidencg is there that these
elements are critical?), it may be necessary for the analyst to review the °
teacher's manual. The listing of the vasious mefﬁ%ds of conveying to the
teacﬁer wﬁat elements are critital may seem_unnecessary, but, as with all
of these items, it is désigned to lead towards grgatef and greater pre-
cision in specifying and supporting the essentiality of the critical ele-

| ments of the model:' :
'\ifa Teaéher materials may never describe-the totai model in any one
place. Each esseqtial'element may be intfoduced.and explained as it’is

encountered. What-to look for to find how the develober informs the teach-

' er about each element is a prescriptive statement (e.g., ''be sure to do

-

the following," "'always...,". "in such a case, remember to...")..
Sometimes th% presc;iﬁtivg statements are mghe to the student (e.g.,'

"when you correct four iest;~if this...then this..."), They will have to

‘.

’ be translated int something'like ‘the %ollowing: Self-evaluation and sub-

sequent prescription based on it are essential elements of the curriculum.
¥ : : - )
This means that 1f the teacher refuses to permit students to evaluate

theif own tests and make their own prqécriptions, the curriculum will not

\ ; ‘ . :
achieve the goals to which it aspires..

/
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IV. The feurrh queetion in this instrument (Is further in-service
instructign necessary or advisable?), is based on the previous.three, in
part. That is, if the model is clear, tre response might well be that in-
service instruction‘is not necessary. If it is still fyzty or 1if the crit-‘
ical elements identified seem to be in conflict wiéh the philosophy or y
custddgry profeesioeal style of one or more teachers who will be imple-
menting it, it may be eise to coneider in-gervice instruction to bolster

¥ the support for the model prior to attempting‘implementstion.
| V. Either linker or LAT member will know, better than any exrereal
analyst, those who must implement any selection. The\fifth question seeks» ii
to build on :his knowledge by requesting recommendatiphs for experiences

which would impress upon teachers the critical nature of these elements

of the umdel For some teachers, citations and eiblanations of research’ @?\ )

in support of these elements, either in writing or delivered by an expert
in a workshop ‘situation, would be most convincing. For other teachers, \
simulations of actual classroem situations to demonstrate the effect of
not attending to ;hese elemenfs might be more persuasive. Again, there \
migﬁt be teachers who wdula prefer to hear narratives of cases in which
- \ . ’ \
the critical elements were v%olated;-yith results and cases in which they
! were carefuliy attended--also with results. This kind of information might l
not be_evaileble, however, in which case hypothetical cases could be used
/ with probable results..
VI. The fipal question need not be answered by either linker or

 LAT member. It is listed as a reminder to linker, LAT, and SAT that all

of the agencies involved in PSIP have a nesponsibility to be sure that no

- 78 \
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dutcome should‘fail to be effective because the school did.qot know,'éiéar;?;’
the modei it had ¢hosen in advance .of installation. -The Quesgion is: fﬂbw
can the facilitator‘(PSIP)thovide‘tﬁesezexpefiehces?" 'Alllof the;ggencies
must keep lines of communication open so that if any outcome model has
nét:been clearly and accurately defined by and/or fo; the adopting site,
igﬁsuch a way.that the criticai elements will not be violaéed,‘experiences
wili be‘provided by PSIP to help pinpoint those critical'e ements.

‘fTo ﬁemonstrgte the prg¢cess of.taking notes whenever a critical elef
ment of the model surfaces Cs one analyzes a product ot pr cess, part of .

the description of the Self-Schedule Syétan from the NIE Product Catalogue

follows. Asudeséribed previously, this system supplies a substantial

i

amount of descriptive material and lists goals and oﬁjectiv s for each
component and each participant role in the program. However, the quota-
tion below will suffice to demonstrate how key words can alert the analyst

to critical elements of a curriculum or a system.

"Under the Self-Schedule System, children pick up their prescribed
assignments at the beginning of each activity session (either a 1 day or
a ) day) and understand that they must &ccomplish the prescribed tasks
~during the course of the géssion. They may, however, work on ,the tasks
- in any order they choose. Under this system, at any given time children
can be found working in virtually every area of the classroom, with the
teacher circulating among them. Small groups of children can be called
together for group actiyities - for example, a group reading lesson -
whenever the teacher wishes. Children can also form groups of their own
for exploratory games or other activities. When the group session'is
over, children can return easily to their previously interrupted activi-
ties or to new ohes. .

The teacher's role involves guiding and providing proper environ-
mental support for the student. These functions are critical to the
successful operation of the system. The "how to" aspects of carrying out
the teacher role are provided in a detailed teacher's manual.”

P .

-
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. With key words underlined thb notes the analyst would make after
readins this paragraph probably would look something 1like this.

sttem Mbdel.- possible critical elements ~ first listing: >

‘Student:
1., Prescribed assignments. L

(must accomplish during session) B
2. Choose task order.
3. Can form groups. . <
Teacher: ' '
1. Role involves guiding and preoviding proper
environmental support for stugent.
(critical functions)” ‘ \\U

2, May group whenever (s)he wishes.

Note that the key words fall into two major groups. The most im-
portant group designates invariant tasks, roles, rules, etc. These are
such wofab as prescribed and must. The second group involves\allowed
variations. These are such words as choose, can, may. Qualifying words
are also helpful because they may specifglhow important elemﬂpts are such
as "critical" as appiied to teacher functions in the above paragraph.
Another such word is "whenever' in the above paragraph specifying that
* : ‘ !
there is no limitation on teacher's option to form groups.

The. analyst inevitably will have a very long first list of iden~
tified elements in his or her first few'attemp;s at anéiysis. However,
after discussion with other members of the program analysis or selection -

team, the list can be very quickly curtailed as the elements that are in

the same class are combined into a single category of critical elements.

. 60




“~ P

a’ : : -
| - ‘ i - ' ’ 74 \(‘

wx | | . . o

AN

-

. <.
The process of defining the model is a very important learning ex- -~

¢
'/

" perience and one that the author of this manual feels confident is crucial

to successful adoption/édaptation and to both effectiVe‘and‘;nduring»1ﬁ%

plementation of imnovative prdducts OF processes. o

'
\

¢+ Conclusion

Four constructs which incorporate dimens%onp that seem to make é,

!

. | | . | N
difference in(studgnt achievement have been us organize questions for
B ‘ - A
intrinsic analysis of curriculum products or esses. These questions \
examine the éuality of the dimensipns under each construct: oppertunity,

motivators, structure and 1nstru¢tional events. In addition, the process §

. \ P
elements of the product or process being analyzed. _ /
{

The instruction in procedures for,performiné an intrinsicwanalysisﬁ |

{

'}

of performing the analysis provides an: opportunity to identify critical
' i

-

using these instruments is the substance of this manual. This instruction

consists of explanations, eﬁpmﬁles and step-by-step procedures, with
- /

L]

supporting reéeaﬁch references in the appendix.
Th;fe are several component skills fequired to carry out the neces- = °
sary analysis procedures. Some of these skills are quite specialized and

the description of procéaﬁres may not‘give the noviée analyst the confi-

ﬁence to apply them. ?hey should be rehearsed in a hypothetical situafion
before they are applied on-the_analyéig of a'curr;qulum,product or p??cess:

Therefore, a series of practice exercises are provided on the following

pages. An answer key follows the exercises .with shggesced appropriate

-

responses. \
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Exercises
Much of the knowledge and many of the’skilis requirei for performing’
en intrinsic analysis normally are part of the teacher's repertoire and
beyond‘the scope of this manual. What is more, teachets use this know-
: ledge end these skills daily in making decisions about teaching activitiesJ\
However, they seldem analyze their present materials or eelect new mater-
ials in any syetematic way.

Intrinsic ghalysis instruments and procedures, as{supplied'by this

manual, are'necessary to provide a framework for the systematic examina-

tion of materials to make present materials review and new materials se-
lection more rational processes.'

. Among the analysis skills which teachers may be expected to have

\

are the‘dbility to judge the appropriateness of matetials for their stu-
- ‘ !

dent populations.and to recognize adaptiveness to individual differences,.

variety of activities and format and provision for self-management.

Teachers can be expected to recognize adequacy of teacher support in
manuals and student materials and efficiency of the management system.
To use these skills, then, the rationales, descriptions, examples, in-
struments and step-by-;tep procedures are sufficient aesistance.

\

There are, however, a few skills involved in performing a compre-
& . i , ‘ 3

hensive intrinsic analysis which not all teachers will have acquired. $The
s L3

exercises whi%®h follow are designed to provide a self-check on skills in

performing these less familiar procedures. The answer key at the end of

the exercises makes it possible for the analyst to spot any of’his or her

problem areas.
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* . One way .these €xercises can be used*istfor helping program analysis

-or selection tesm members to identify the role they will take in the actual
’;m < anslysfs process after completion ofﬁtﬁe training mannal Tasks maya be
&

g .{ -
«\J\assigned in such a way that each task is performed by at least two people,

' one of -whom {is confident in his or her ability to carry out all of the

.

required procedures. ﬁhis teaming of analysts will give ‘the less con-
v . : '

fident team member the peer support needed to acquire those skills in
. ' O
-~ which he or she is weak threugh SUPeIViSEd practice.

" s'

These exercises are without directions in order to simulate the real

‘/
d analys%E‘sipuation when the analyst is confronted with all the materials
A ., ,.\(
. of\a program and mist judge them along the dimensions taught in this man-
b e pal. - Each-of thed& seleéiionsUis chosen hecause it represents an example

"

. of instruct10n or ipstructional directions which have been ‘characterized
. () .

previously in the~msnual You may prefer to check your response to the

A first item.in the answer key that follows on page 84,

D ' 1. Teacher manual info:mation' . ,*
' . ) Teachers often lpok thghugh the text for rEmedies to problems K.
‘ . However, if the teaching is a system, then. it is impossible to skip .
about and have the .system work. . While the order of presentation heredy -
is not the only possikle order, it is not possible to introduce.another
‘ order without rewriting the series.
S : Thereforé, the teacher must use the lessons in the order pre-
“s . » sented. You may go back to reteach, but you may not go forward, skip-
: ping steps-between. You msy add things, only 1f absolutely necessary
. and then, only with great ‘caution, because it is difficult, to unlearn ''§
» incorrect generalizations. (Paraphrased from The Roberts English Series,
" "NY:  Harcourt, Brace, WOrld,,1966)

2. The .reading program, in its rationale describes Ats academic’
. , - ) )
¢ o gsmes that children enjoy, some similar to scrabble and that are

»

~:X ball ganes for teaching spelling and arithmetic. Then it recommends that

4 .

. .
. . i . .
. . o
[ . . £ N
- . . '
. v . .
N i . LN .
<
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the children be allowed to play them -to deeelop their interest so they .

’

will find the more traditional arithmetic and spelling drild that follqws

A

less distasteful ' oo

.3. The students are lesrning to do long division. The strategy is
4
to "teach them by giv;ng them a long givision.problem “solved with only the

last step, the remainder;.to be found. "Then the student does the last two

’ ¢ . .

steps, the last three steps, ete. in consecutive order. The problem 18‘

‘ presented to the student correctly solved up to the step® left for the
‘

student to do.

A

4, Directions to the teacher.

ve the children clsp once as you say, fast, twice as you say
faster. Then pronounce each word carefully so both syllables can be heard
(farm, farmer; start, started) as the children clap have them decide
vhether it 1is a one ‘or two syllable word:

dampé@ hunter pepper .
. dump hunted* ~ 1into ' .
| i mend dart hand , ‘
‘ Have the children write h on the éhslkbosrd. Have the children
repeat after you. - _ o . ' o .
. " : hot ‘ hole I - .
' hat hem : |
. hate hitch _
T ) hit -happy ' .
“? high ‘oney ‘ o

Have children give rhyming words beginning with h, explaining that
rhymes are words that sound alike except at the beginning like Jill and

hill sled and bed.
Teacher says word - child says rhyming word:

top (hop) - rope (hope) .
.k k. sit (hit) corn (horn)
C. ’ ~ fat (hat) mail (hail) .

fold (hold) - roam (home) S ,
(Paraphrased -from Basic Reading, NY: Lippincott, 1963) :

. . !

¥
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Teacher: Ask the student to complete columns 2, 3 and 4. Explain s/he
mq¥t follow the dots in column 2, fill in the first letters in columm 3,
follow dots and fill in blanks 1n‘€plnmn 4, .

" 6. Rationale: ' | . | N ’

At the early leﬁels of this ptoéram: 11lustrations are used for an
additional context for the printed messages. The children learn to use

pictures to verify the predictions they make from the print. As children

Q move through tht® levelns, the picture to print ratio diminishes.
- 7. Composition - Grade 3:

o |- Keep the lesson entirely oral. ' - , .

2. Write on the board the words familiar situation - getting ready for school. &

. 3.  Use free discussion, encouraging student to tell what their sensory
‘nxperiences are as they prepare for school. What do they see, hear,
feel, smell? .

4. Do not write géwn ideas butsconcentrate on receiving as hany ideas as .
. possible in 10 to 12 minutes)y’ . , . R

4

(Teacher directions continue with exercises involving just sight, then other

\ senses one at a time in subsequent lessons. Finally, héve.the students write -

-

L]
Al

‘single words with modifiers on some given familiar situation.)
. 8. Student directions:
1. Below are four pairs of statements. Read them.

a. Clduds are formatibnq of condensed water. 4
. " Clouds are like puffs of cotton.

L

L]

, .
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: b. The United States is committed to* giving' military assistance to °
~ many countries,
The United States is a fortress guarding against the assaults of
tyranny. ’

c. A song consists of words which are recited in rhythmic patterns to
. the accompaniment of music. ¢
. A song is like an angel's sigh.

d. A dog is a four footed domesticated, carnivorous mammal. ‘ |
A dog is man's best friend. . B )

2.. Now, choose one pair of sentences and write two brief paragraphé
beginning each with one of the sentences in the pair you have chosen.
. Then, compare the -two paragraphs you have written and, answer this
\ © question: How did the point of view taken in the first sentence of
each paragraph determine’ wiggt you could add? (Paraphrased from
Postman: Exploring Your Language, Holt, Rinehart and Winston, NY,
1966.) .

9. From the teacher's manual: . '
‘ Discrete exanples of concepts differ widely in nonessential features® t
‘such as shape, size and color (if these are nonessential).
- 10, Rationale: | | . . L
| \\The authors of this g%ogramrbeiieve that the basic fagts'tanéht in |
- seconA grade should be'preeented b& the same dir;ct'méthod, not.indirectly,
and thgtfthe éoal should be to ﬁnow.them to the point of immediate recall.
| Student materials: ~ o ) ﬁ
If 4 + 6 = 10 and | more than 4 =5 . :
then 5 + 6 = 1 more than 10 or 11. - . -';‘;
* 11: The student worksheet showe three‘columns of picturee of different
\ sizes and.shapes‘of different colored containers’labeied pints or quarts.
The ditectione tell %the teacher to ask the students to decide whether tne

_ v .
pictures in each row hold an amount equgl to, less than or greater than

the'amountﬁgge top row of containere hold®and then draw a ring around the
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correct gfbup of words (equal to, less than, or greater than) written at

the side of each ;DQ | o S :

&; 12, The following is a portion of the objectives of a math curriculum

for early elementary\sghool children: ’ ' '
'/ o The student should be able to: |

read a list of telgphone numbers ' Y -

;tell his/her home phone number

dial a telephone number

read 8 calendar

circle the day's date on the calendar

write the day, month and year

read a8 thermometer

write the temperature of the room

using play money, count it
simulating purchases, pay and
.count change. ’

(and others in the same vein)

13. For kindergarten children, teacher directions

f

& ' . Have the children follow two step directions, such as "Get up from

‘ ’ 4

your seat and close the door (or .opem the door)." After the students have

i  mastered this, follow it with three-step directions. '"Get a piece of red

paper, get a pair of scissors and cut the paper in‘half." Some kinder-

\ garten children can go on to follow four step directions after mastery’of ¥ 4

. three.

¢

' 14. Teacher directions:

GUIDANCE CHART FOR LETTER SOUNDS
YOU WILL LEARN TO READ A NEW SOUND. -
THE NAME OF THIS LETTER IS... (Pupil Response) T -
WHAT IS THE NAME OF THIS LETTER? |
THIS LETTER MAKES THE SOUND/__/a * o -
SAY /_/.

WHAT SOUND.DOES THIS LETTER MAKE? : .

Y - ‘ 8»7 o
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SPELL AND READ THIS SOUND.
S (Remove model) WRITE, SPELL, AND READ.

(Show mqnel) PROOF AND CORRECT.
WHAT LETTER MAKES THE SOUND / /?

{Remove model) SPELL AND SAY. "LOOK AT ME (Delete "LOOK AT ME" wherd

behavior is established.) . .
NOW, LET'S PUT THIS CARD WITH OTHER CARDS OF THE. SOUNDS WE KNOW AND S
PRACTICE THEM. , .

Practices with flashcards | co

READ THE SOUND OF THE 'LETTER WHEN MY FINGER TOUCHES THE CARD. ,
READ THE SOUND AS MANY TIMES AS YOU CAN UNTIL MY FINGER COMES OFF THE CARD.™

I WILL PUT THE LETTER " " WITH OTHER LETTERS YOU HAVE LEARNED. READ ONLY
THE SOUND /__/ WHEN YOU SEE 'THE LETTER "_ ". (Use only when limited
number of letters have been learned ) : '

READ THE SOUND OF FACH LETTER'
' READ THE SOUND OF EACH LETTER ___ "TIMES.

READ THIS SOUND AND HOLD IT AS LONG AS MY FINGER IS ON THE CARD
" (For continuant consonants only ) o | :

&

Practice in written exercises

WRITE, SPELL: AND READ ALOUD THE LETTER THAT MAKES THE SOUND. / / AS MANY :
TIMES AS YOU CAN UNTIL I SAY "FINISH." THEN FINISH THAT LETTER AND PUT . ,
YOUR PENCIL DOWN. "FINISH."

WITH .YOUR FINGER UNDER EACH LETTER, READ THE SOUNDS OF THE LETTERS YOU
WROTE.

(From Exemplary Center for Reading Instruction, ECRI, Salt Lake C‘t%i Utah)

15. Student objectives:

a. Identifies calendar units, # days in week, # days in each month. Com-
'~ pletes claendars. Word problems. Writes given date in words and
numbers or in numbers. . : )

b. Reads any time on clock face using hour and minite hands. Shows any
time using clock facé. Writes and reads time using appropriate vocab-
ulary and punctuation, . : . . \

.
&

c. Finds minutes elapsed between 2 minute hand readings Limit 2 hours.
Calculates passage of time.

. ',‘.’ .

M $
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R . . .a
"d. Solves problems-adding/subtrActingthours/half hours on clock face.

. ° -
e. Adds/subtracts time units. Onesteh problems. ' No regrouping. Limit
2 % hours. . P A A S - .
gv . E .
£. Selves problems in reading bus, train, plane schedules.

Y ‘ .
. \k g Addition/subtraction 2-3 time units. 1-2 regroupings. Seconds
. through years. . :

f. ‘ '

( - 16. The following is a list of objectives, each of which is followed

. - by a test item for that objective' - . .

a. The student shLuld be able to comprehend and iﬁterpret the reading

materials assi@ned to him/her ’ . ' : ; ‘l?

Test items R . _ ,
The short story, "Gift.of the Magi" is assigned to be read and the T
following questions to be answered |
What was the relationship of the two principal characgﬂps? . “\
at was the surprise ending? )
Why did it happen? : :
4 How do you think the man and woman felt about their gifts? —~

b. The student'should be able to select library books that are of interest

‘ .
B N - - 4

to him. . o . _‘”

. Test . item é ot ) ‘ S

4 Below is a 1list of fiction and non-fiction books at your reading-

.level that are availsble in the school library. Pledse indicate X ~
by. a check mark those you would find interesting and.write one -,
sentence . for each book checked saying why you checked it."

T - (List follows) , { o -

*

: ' ¢. The student should be able to define the folloGing words: noun, . . =

.

pronour, adjective, adverb. . L
P ’ . - B e T e .
‘Teat item. ) Ty 3 ‘ . o . oty
- , Below are four words and four definitions. Match the words to the . x
' definitions by drawing lines between them. oL S
! (There“fgllow the four words in one colum and the mismatched & - .
,’ four definiti 3, in the othet S LR L DU

. . .
. s - “
. . ° - .
- - .
\ . . - .
° A * ’ . a L » . . i ' ' N
&y M & - , . " . s - . -~ . "
- . . ’ . .  J . PN
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. . . . . .
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| d. The student should be able to find the area qf a rectangle.
g - Test item: * )

. - ) . | | ’ ‘ '
) . The table is 5 feet long and 4 feet wide. What is the .
e area of the table? ‘ ) .
.~ . i
) ”
. . ' . T - .
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. . " Answer Key to Exercises 4 : ]
l

' 1.; This ‘indicates that sequence is a critical element of the model

* t/ S ‘ ‘
This is a linguistics program and these two paragraphs are clear evidence
( \

that seQuence must not be changed. Note the imperatives must,"‘"may not,"

"only" which show that the only possible gsequence adeptation is-to reteach
when necessary: Even supplementation is discouragea: | |

2. Tﬁis appears.to be an attempt to'uae games.tO'motivate . Houever, it
va‘ .. 1s an inappropriate instructi;nal strategy (instructional event) because |
the ordér. should .be. reversed The beﬁaviorist Premack principle suggests
thét higher probability behavior will reinforce lower probability behavibr
Therefore;the drilY should precede the, gamee with the latter promised as
a reinforcement'of the lowver probability behaviorsgm.

3.;,This is an appropriately used instructional strategy (instructional

c a—

~r event). It is. an example of backward chaining which* reinforces the student

N _—

with a correct answver as he “proceeds. It is also an example of/successivé

. approximations since each step is an-apprgkimation of the desired terminal

’ . T Do A
« _behavior of.soiving a long division problem. R ‘ ' .

b: This 48 ‘an example‘of dirett instruccibn The students are kept on
~ »

task by their active patticipation, clapping, repeating aloud and con-

F

’

5. This is an example of the use of' cues (the plctures and the dotted

J\ liﬁﬁs)‘ It is also a small step procedure~ Both strategies are used
* N . . . ‘ , . . //
correctly. - T ) .

6: The strateg& described tere. is fading. The pictures are cues which

Co are gradually faded as the instruction progresses. T&;s has implications(

'tributing rhyming words. ' » o ) o »



for the instructional model, also. It hapﬁens to be a leirning experience

_ program and the pictures are a part of the means by which children are

enabled to expérience language quickly through context. |{The picfuree,‘
therefore; are a critical element of the instructional m%delﬁand Garﬁing
éﬁé order might undermine the strategy.

\ | - » )
7. This is use of successive approximations. It is carg¢fully structured

in 'small steps. It is motivating because itfappeels to-sthdents' pereonal
. . 4 |

(-
13

experiences. It is concentrated intense treﬁtment : (Note, he cautioﬂ e “; .
) ) )\‘ > wﬁjﬁ%
"Do not write down ideas.” This would cause delay and the ossibility of

-
N

inattention ) v -

8. This is an excellent example of the discovery method
discovers for himself'or herself how significant the tone of .a topic

R
sentence can be. It is extremely well designed.

. -
9. Appropriage‘concept'teaching strategy to help the student dScover'the
Cricicalattributes of the-copcepq,“ |

10. If this example actually had appeared in macﬁiiéls which cla \ed the

.philosophy expressed; they would be thoroughly ihccneistent. The éheory

supports‘pemorization'bf the number combinations.

\ : ' )
‘.\ Tt‘s is very intense treatment. The students have to convert pints

" ..to quarts, read the words and demonstrate understaliding of the concepts

’ ’ y n} '
greater than, less than and equal to. . For appropriate strhcturing, this_ '

»

lesson would have required the mastery of prior objectives for the con-
cepts pint*and quart and prior objectives for the concepts greater than,
. . . .

6
equal to and less than.” The analyst should ascertain-that these concepts

were talight. If they had been taught, it would be a good lesson.

92 -



‘provides immediate feedback. The exercisé includes timed practice.

procedure of watching the teacher is,é moi:ling strategy which also is

15. This sequence on time has two major gaps in it. There‘isfho prof‘/

 vision for learning morning, afternoon, :night and for dividiﬁg the day

12. This would be a good example of the functionai use of numbe

4

(motivators).

\

13. This is a small steps strategy ahd the last sentence indicatés an
attempt to individualize instruction on the basis of diagnosis of ach

student's development.

" 14. This is very direct instruction. It is teacher guided. .The s{udengg

are Kept strictly‘dn task. In addition, it employs a strategy of using

al] the éenses, howihg of the model for proofing and correcting

promﬁt that is faded when the behavior ispestablished. All the strategikgs

employed are used appropriately.
. . ]

ét noon and midnight and learning to write A4.M. and P.M. \

r

There is no provision for ide;tifyiﬁg the’ second hand, readiné.sgconds

-

and learning how many seconds there are in a minute.

16. a. The test items for'this'gbjective are approbriate.: The literal

-

questions test the comprehension part of Epe objectdve. and the €nterpretiVe -

. -

éues;ions test the intefpretive part of the objective. It does not re-

quire greai skill to interpret this particular story, so the questions are

’ 4

A

simple and stfaighn%orwafd{
b. This test item is inappropriate. The objective is to select. A
selegtion pro%ess goes heyond reading a iitle. It may be influenced by

the table of pontehts,'illustrations,‘the brief cover overview, etc.

* '
N



-

\

The justification of the selection was not part of the objective and

- .
[

qould be an unrealistic task om the badis of title alonme.

- .

c¢. To define means just that. It does not mean to rehognizé a
definition. Also,.in matching questioms it is better not to have an

equal number of items.

d. This test item matches the objective. ‘ .
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% Opportunity (substance).

)

| Intrinsic Analxsia Ihstrument .

y CL Part 1 - = |

- 4 . . Y
Student Materials, Inservice Materials, Parent Materials (SIP form)

B Preparation and previewing of materials is_the first step before analyzing

‘them’ along the following dimensions. | .

* 4+
Al

A. Are the activities, content and concepts appropriate for the

student’ population so there is opportunity'to learu?

. o -1, Are the activities apnropristelfor the developnentai level

. and socio-econqmic characteristics of the students?

i

2. 1Is the content relevant to these students?

’.\ . . . . -

3. Are the concept examples provided reievant to the student's

. - * . . . - ' ’1,' . . .
jf experience; needs, stage of instruction, so conceptualiza- .

- .

N

tion can occur? 5 ' : f’ | L

Quality rating of activities on the baeis of AI 2 3,: '

(1 excellent; 2 good; 3 fair & poor) - / oL

#

Opportnnity (usage) |
' B. Do the méterials ggach'in a clear, focused, concentrated way and ‘

adapt to indivfdual learning differences? "

1. Do the materials supply concentrated cognitive activity fqr

the student (parent, teacher) to assure adequate onportunity

. - “
L4 * ) L s . -~

' ! [ - ;
%, , . to learn? N . : ' .. \
‘ - ) . . ] oL . N
: ‘ : . » - .3 '

2. Do the materials provide the opportunity to learn for both

slow and fast students and do. they provide for different

learning styles? : e o .

® .-



) : . . 3 . 4\
QualLty rating of intensity of treatment and adaptiﬁeness.

v -
5 > lf ' - .

i T ow‘r.he,,basu of B1, 2, . -

@

(_1;- extellent; 2 good; 3 fair; 4 poor)

II. Motivators: . 7

" A. Is there an opportunity for student (pareht, teacker)

self-direetian, selébtion, evaluatian?

] 1. Does ghe tudent (parent, teacher)
;5 select insbructional a:;ivities?
Ze;nﬁge;rhé or she élan his/her ptogfam? T B

L T 3

3. Does he/she have an opportunity for se¥f~ 1 .\ -
-t , * « o g N - 1 . . " P - .
evaluation? SR . © [ \ )

" \

Quality raking of motivators on the'basis of A1,2,3 o
. ——
. ._" i | . )

(1 excellent° 2 good'ﬁi fair, 4 poot)

L4

- . -f . B. Do the materials provide reinforcement or do they |
‘ instruct the teacher how and when to do so?
. 1. Do the materials provide reinforceqenté
~ 2. Do the'maae;ials provide feedback? g
’ ‘ j > Quality.of‘feinfotcement based on‘Bl,er_:i___'; s
? ] (1 excellent, 2 good 3 fair; 4 poor) .
C}' Is there sufficient variety iu the materials to appeal to °
L student interests? :g Q |
- ) | 1. 1Is there’va}iety in method, mode, fgrﬁat,‘and in-
7 sgructignal‘s?;ateéies?uﬁ'f: o v 5': ,"
. 2.,:Are.éhe;e'alternative.?athsethri:gh ege m;%hiials
S ;o accammodate indiv}dpal diffeyehces? . ',‘; N

. "



. III. Structure:

90
3. 1s content appealing to a range of interests?
4.  Are materials functional, related to life
experiences?
Quality of variety on the bases of C 1-4

. (1 excellent; 2 good; 3 fairj & poor

>

-

A. Are there sPeCific expressed instructional objectives or

- ~

clearly implied objecti;es oanhich the instruction is based?

1. To what degree does the instruction ;eaéh to
the ohjéctiveéé |
duality rating of objecti;eS‘on the basis of A 1,
.(l_excellent; g_gooé; ;:fair; 4 poor) |

6ﬁ9 B. How well a;e the objectives structured and sequenced ko
 build towards the terminal goals
1. as indicated by a concept analysis? (sampling)

L]

2. as indicated by a content analysis? (sampling)

*3. as indicated by a skill analysis? (sampling) ~

Quality rating of sequencing on the basds of B1, 2, 3 ‘

[ 4

(1 excelleat; 2 good; g.ﬁair; 4 poor)

C. Is there a .testing procedure adequate to determine mastery of the

objectives.

1. How well do the test items, observation gﬁidelines or
other mastery criteria match the implied or explicit

objectives? . -

AT

90



-

2. Are all objectives, stated or implied, measured or

checked by observation and are criteria provided? -

a. Affective? h N -’ s
*b. Cognitive? ' - ’
‘ )
. ’ c. Psychomotor? . ‘

-

Quality rating of’ testing on the basis of C 1, 2:
(1 excellent, 2 good; 3 fair, 4 poox) .

- D. Does the instructor 8 manual provide guidance for diagnosis

~

p - ant remegia;;treatment?

LY

1. How adequate are the, props which the instructor's
manuellprovides to guide the teacher in diagnosis

of student needs and fo; placement and pfpgression?

2. How adequate 1is the guidance supplied by the teacher's |

manual for alternate, remedial or supplemental ﬂﬁ-

/

struction for students?
3. To what degree do the fange of the objectiv7é/510ne

' or the objectives combined with the remedl#l or

supp lemental instruction match the range of the

., student-pgpulagion? . ‘ /l
£ ' -

Quality rating of guidance for‘diagnoqés and -treatment
/ : - . ’/ / e

on the basis of D1, 2, 3,

v ' ) (1 excellent; 2,good; 3 fair; 4 poor) | | ¢

IV. Instructional Events (Substance):
A. Does the teacher's manual (in-service/or parent

. .
, ‘ materials)furnish sufficient teachinft assistance?

98 .
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P . . a . .
1. iIMf°fmfF?°“ on metgods? o "o ‘
- | : 2. infbrmagion‘cn strategieé? A - “ v ‘
3. Background inforﬁatibn; vocabulary (definitions
?of terms) and procedures?
. ! Quality of teacher props on the basis of Ani, 2, 3; - . S
(}_excelleﬁt;‘g good; 3 fa;rgli.poor) ' . ;
. | B. Is the quality'of_instrﬁctioh in sfudent materiais con- o .
Qis;enciy'high? \ , ’ |
‘ 1. Content duality? | . Q
2. hon;ept quhlicy?
3. Skill quality?
‘Quality of teacher props on the basis of B 1, 2, 3, - .

, - S § excellené; 2 good; 3 fair; & p90§)

¢
C: 1Is the manageﬁénp_system efficient enough to support the quality’
of instruction? . ’ - ',:)
. / ' . B
1. Can students work steadily without delay or threat '

-

to the effectiveness of instructional events?
2. Can teachers manage instruction without frequent

’ breakdowns in. the system?
: !

Quaiity of management system gn the basis of C 1, 2,

. 1 excellentilz good; 3 fair; & poor)
. ¢ U

Instructional Events (usage) ' .

\ .
D. Are the instructional strategie;\gﬁﬁ methods appropriate

) ~ .

for this student population and are they used effec;ively?

' t
y . b : S




1. Appropriatenesé*of'sttategy' '

e . seléction and usage ?
2. Appropriateness of methods selection
f and usage ?
Quali;y of instructional strategies and methods based on Al, 2 ’
* (1 excellert; 2 good; 3 fair; 4% poor) y | -
‘ <
-
s .-
\ - .
»
; ! , t
. /
. / pe
. »
1 . .-
) - / . ')
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' Intrinsic Analysis Instrument

Part 2 " . , : -
L

Management Systemsl_P;actices or Processes (MPP form)

I.

- 1I1.

Opportuhity: E - -

A.

Does this system or practice pfovide more time #

-

for learning? ,

-

1. To vhat extent does the system or practice

"Aj g;ve-the‘student'more on’task time? .

2. To what extent does the practice or system
give the teacher more time to actively teach

(direct instfuction).or guide studenf learning?

Qualit§ rating of opportunity on the basis of 1, 2,

-~

Motivators: i

.A.

L
=

Does tﬁis system or practice offef advaqtages to both
student énd.EEacher which will encquragé cooperatioﬂ
in iﬁplementing ie? |

1. To what e#tent does it.éave the teacher time

"and/or effort? ‘ ' hg
2. To what extent does it help the teacher teach

" more effectively?

3. To what extent does it help the student spend

more active time in learning what he/she fiads

)
interesting?

»

Quality rating of motivators on the basis of 1, 2, 3

-
4

94
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B. Does this system or practice provide the student with

smore iridependence in managing his own learming?

- .

‘ . l;f{Tp,what extent does the student have a chance

to select his own topic, reading, activity, ete.?

03
M rd

'2. “To what extent does he.have a chance to correct his
.own work, decide when Ae is ready to go on to a new
activity? | ‘

3. To what extent is he/she permitted, ehcouraged,
to plan his/her own time? . o

4. 1s the student allowed to work with his/her own
friends, tgcbr.or be tutored or otherwise inter-
act, cognitively, with peers?

Quality rating of motivators on the basis of 1, 2, 3, 4

B

1ITI. Structure:

»

A. Are there specifiﬁ process objectives (i.e., student self-

management, learming-to-learn, maximal use of expertise by

5

team teaghing, etc.)?

1. .To what degree do .the objectives match

\

Ehe.identified problems'in the target school? .

2. To what degree are adequate instruction and/or
' ’ \

éx;licit directions provided fpr the user of cﬁ;
system, process? '

3. Mo what degree do the hemands_oﬁ the objectives
match the capabilities of the. students and teach;

ers and the constraints of their environment?

+ Quality rating of structure on the basis of 1, 2, 3. .

' 102



IV. Instructional Events:

‘ i A. Does this system or practice permit the teachgf more time
p ’ . ; Y

Y .

to plan and carry out éarefuily selected instructional .

strategies apprbpfiate for these students? ‘?\

, w,

1 , } r
1. To what extent does the system relieve the

. teacher of management, clerical duties?

- 2. To what extent does the system itself incorporate

s

use of effective instructional strategies? '

R

ﬁ. To what extent does the system permit and encourage
creative teaching (beyond what is prescribed) by

suggestions, example, ingtruction, etc.? . - N

'Quality rating of instructiopal events on the basis of.1;°2, 3




i : : | Intfinsic An&iésis Instrument

Part 3 .

J

Analysis‘of the Curriculdm\uodel or the Instructional Manégement Process
I. What are the critic&l elements of this model?’
. ' (implicit or explicitly specified by the developer)
4 | (

. : II. What evidence is there that these eleménts are
) -~ ecritical? | .
II1. How do the teacher materials inform the teacher

of the essentiality of these specific model com-

ponents? , : .

L

_ IV. Is further in-service instryction necessary or
advisable? i :

: V. What kind of experiences are likely to impress upon . .
\ _ the teacher the critical natuge of these elements?

VI. How can the facilitator (PSIP) provide these
experiences?

4



»

Intrinsic Analysis Instrument-

‘Long Form' .

Student Haterials, Inservice Materials, Parent Materials (SIP forml
nl.a L] -
Preparation and previewing of materials is the fiyst step before analyzing

L

them along the following dimensiohs.- e

I. Oppartunity (substance):

¢

A. Are'qhe activi;ies, content and concepts approp?iate for the

s <

student population so there is opportunity to learn?
. 1

1. Are the activities appropriate’for the developmental level
and socio-economic characteristics of the students?

a. Are all written explanations and directions for students

-

simple, uncomplicated, q;paighcforward and easy for this

age level to understand? ¢

€

b. Is the objective'oi éachtaéﬁ/assignqent expressed clearly
for the student to know explicitly what s/he must do, how

/l well? If it is not clearly expressed, is it vefy obvious

from the wording what' behavior is expected and the level
of performance required?
2« '1Is tﬁe content relevant to these students? .
a. Does the content relate closeiy enough to the étudent's
obn knowledge and experiences to build on them? Doe; it

offer’enbugh new information to provide opportunity to

" learn that can be related to what is already known?

2 .

1There is no long form for the process part of the instrument (Part 2, MRP
form) or the curriculum model or instructional management process form
(Part 3).

195



- . . . -

. b. Is there -content (f.e., facts, infofmation, events, people) .

._thatayou deen:eesential, which iE*left out.?
3. Are the concept examples providea relevant to the student's

‘ekperience, needs, stage of imstruction, so conceptualization ™"
can occur?’ . ) ) '
» " 3 ‘ [ -

. a, Is there instructional meterial ﬂi?ilable to teach essen-
tial concepts, written in vocabulary at the 1eve1 of the
L4 .

Jowest student? Has some of the instruction been planned

-

to challenge the most advanced student? : v .

. b. Are concept instances selected so .that early in instruction

they have few irrelevant.attributes ‘(or characteristics ) .

+

that are not the eesentiE1 defining chatgcteristics of

\
e

. that\ concept class)? ) . - —_

. ) Are concept instances, late in instructiom selected which =

/ ' '

have more«irrelevant attributes.and hence are more dif- .
ficult to recoghize as examples of the concept? :

~ c. Are there concepts (i.e., classes of things that are the '
g * \,
) impbrtant organizing centers of a subject) bhich you con-

sider es;ential that are 1eft out’ .

Quality ‘rating of activities on the basis of Al 2, 3,:
(1 excellent; 2 good; 3 fair; 4 poor) -
Opportunity (usage)

f

B. Do the materials teach in a clear, focused, concentrated way and

adapt to individueb learning differences?

-~ , . ¢

196 |



' _ to learn?

a.

100

~

1. Do the materials supply concentrated cbgnitive activity for

the student (parent, teacher) to asstre adequaté opportunity

~

Is there opportunity provided to learn each expressed

orgimplied objective?

. Are there enough learning activities to maximize the

|

¥

students' opportunities for learning? -

Do the materials suggest or provide sufficient direction

to make possible direct instructioﬁ‘(i.e.; teacher-directed

instruction) a large part of the time?

2. Do the materials provide the opportunity to learn for both

slow and fast students and do they provide for different

learning styles?

) ' a.

Are the exercises and tégﬁs demanded of the student diverse

¢ ¢

- enough so that,students’ different learning styles tan be

accommodated?
s -

Do the instructional materials subply.enough practice for

these students to learn? | ' .-

Does thg management system suggested by the materials

permit adaétationatc individual pace? .

Quality rating of intensity of treatment and adaptiveness on the

{

. basis of Bl, 2: ' ' -

L

(1 eéxcellent; 2 good; 3 fair; 4 poor)

-
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o

\ " II. ‘Motivators:” o e \

. ]
¢ -

. A, Is there an opportunity; for student (parent, teacher) self-

“ [

rd
A

‘ directiom, selection, evaluation? IR .

1. Does the stydent (parent, teacher) s;iect iﬂst%uctionii'
) acfivitiegé
’ i&\ a. Have the materials taught'the student or pro&idéd guide~
. ~ . lines for the teacher té teach the student ho& to make
appropriate selection;? . '
| b. Is tWere any variety in procedures for makinéJSelections //:
' to accompodgte indiv}dual differences in self-d%rectgdneés,

/ complemenéing the teaching and/or‘édidelines in la?

¥ - L]

2. Does he or she plan his/her program?

Py

v’

p a. Is the-studeny allowed to plan his/hgf.oﬁn time wi&hput .
q prior instruction in hoy to dé 56} How %dequdt?'are the" .
. directions for this independent kind of.behavior?-
- 3. Does he/she have an opportunity }or'self-evaluation?ﬂi
- -

a. Is rhere ;nstrucéion in how to evalé?te'hisfher'own.work?
b. Is the student eased into self-selection, self-evsluation

ip'a step-by-step fashion appropriate to the HeveLopmentar

and experiential level of the. student?

»®

e ———————

Quality rating of motivators on the baéis;of Al, 2, 3,5‘
T

(}_excellent;'g good; 3 fair; 4 poor)

#

B. Do the materials provide reinforcement or do they ipstruct‘the

’

teacher how and when to do so?

L o108
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-Dq‘the materials provide réinforcement? - I ‘ .

e " ~

a. Doea the iqst:uctor s manual provide examples of appro-- E

. 9

priate reinﬁorcement procedures’ o ‘, . - l' '
ST .
_ b, Does the student see the objecdives or are ther@ check- -

lists or some. recognition-of progress that the student

o : . can use to monitor his or her success’ . , !
: .75;‘ o DO. the materials provide feedback? o « V.
,1“. @».\\ ) - ' .
S _ a..Are the diﬁéﬁﬂiﬁns to the teaoher for providing feedback
Do | and motivators aufficiently clear and are the signals in
R L W :
e tﬁ% materials for how and when to use them sufficiently
o , .
ﬁ -‘.:e,_ix‘ i, - . . \.‘:s, . - .
SRR T e attention getting to enceurage their use? :
L ‘ ' ‘ o
.-t Quality of reinforcement based on Bl, 2:
B TR R : . - " ) S
LA .. (1-excellent; 2 good; 3 fair; 4 poor)
p N C. Is there sufficient variety in the materials to appe51 to student
. o9 ' N - | . \ ;’ o . , .

T interests?‘, . ’
gﬁ%@@iﬁiﬁg; . b} .;_ 1. 1Is there.variety in method mode, format, and instructional
",l." kR “" . - ‘ . » toe. ‘ ' ‘ - g
A ', strategies? = - Y

,2. X ; . a. Are there too many activities of the same kind which
. b
\‘ ~ e might become boring to the students?)
.t “"", o 3 ’ ‘e
S B ~ b. Is the student allowed to tutor a peer or be tutored by
, e a peet?.p : _ | . .
EII ‘ L . -
G e -t Nﬁ{‘ o2y Are there alternative paths through the materials to
o b "hf e accomqodate individual differences? - _
..- 'y n&'f@; d (‘ R . L] o q,. . . ) s
s 2 - ' ‘ . RN ' . " . . 4
& - 3
» "':"ﬁl‘,:.. or [
- . ! K
BN » 1 09
[ 2 M .
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-, -
¢ *

a.'Do all students move through the materials in iock-step*:i

g

-

or are tﬁere_opportun{ties for students to have unjique

. d
K

' progradb.that';eet their needs?

-
4 *

b. Where there are a variety of possible pathways and in- -~
. . " R .
diviéual programs of scudy3 are the teacher 314§f€ccions
*  adequate for effective management of thig vagiety?
. . v

3. Is content .appg¢aling to a fange of interests? . g )

a. If I were the age of these students, would I find these

[ o materials interesting? If I were of similar backgrouﬁd

and experience as these children, would I probably enjoy

.

‘working with these materials?

L

4, ;Are“yaterials functional,‘relatéd to life expériences?
Quality‘of vari;ty on the basi; of Cl-4:
(1 excéllepc;_g good; 3 fair; 4 poor) |
II1I. \Structuré: ‘ ' " 1} .
A. Are tﬁére specific“expressed instructioﬁal objectives or clearly \
implied‘objectives on thch the instruction is,b;séd? |
;; To what degree does the instrucgion teach to the objectives?
a. Do.rahdomly selected objectives have matching instructional
‘materials which both teach and require demonstration of
. the identical behavior described by the objeétive?
Quality rating of objectives on the basis of Al:
(i.excellent;.g good; 3 fair; &4 poor)
B. How well are the objectives ;trﬁctured and sequenced to build
, .

2
towards the terminal goals

1iv

4



L . . ' . ’ loa

~ ’ ) . . /

1. as indicated by a, concept analysis? (sampling)

a. For each genéralization which is a part of an expressed

s - , . ” -
or implied objectivéigre the component principle and

concepts taught? ) _ ) , ’ .

- o . 'b._For'each principle which is’ﬁé;t éf'an exp}esséd'oy implied
.objec;ive are éhe component concepts taught? ‘“ |
2. - as indicated by a content analysis?‘ (sa;pling)v
a; ﬁhen contenq'preQ;oualy encountered is the sﬁbject’matter
. of later ipstéuction, are refefences made to the earlier
~ instruction to help build cognitive bridges and instruc-
. | tional structure? )
.3. as indicated by a skill analysis? (sampling3
a. Do.the behaviors féquired of the.gtudents f;ll githin the
N : _ same taxonomy levels or are all levels of behaviof sampled,

A

when this is appfopriate?
Quality rating of sequencing bn the Easislof,Bl, 2, 3:
(1 excellent; 2 good; 3 fair; 4 poor)
C. Is there a testing procedure adequate to determine mastery of the
objectives?
1. How well do the test items, observation guidelines ;r other.

mastery criteria match the implied or explicit objectives?

a. Are there self-test items in end of chapter and/or end

-7

of unit, or other curriculum tests which demand the

behavior %gpressed in the selected objectives‘so the

L g
-

students are made aware of what mastery tests will re-

quire for progression?

1y .
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+
Iad

2. Are all. objectives, stated or inplied measured or checkeo‘

:by observation and are criteria provided’

- Affective? 7 . ci ;' . *.
‘ |
Cognitive? :

Psychomotor?

a. For expressed affpctive objectives, 1s there any guidance

in determining hof to judge whether they have been attained?

Is more than one xanole of criterion behavior 'supplied in ‘
tne teacher's manbal or in other guidelines?
b. When a concept is‘taught, is it tcsted b? reqniring'the
;) student to distinguishbetwaen examples and non examplis
and‘to generdte a‘hew (e.g., untaught) example?
c. When a principle is taught is it tested by requiring
i recall of component concepts, by requiring stating the
e principle and/or by asking the student to apply it, or
descrioé‘casss whé?e'lt would or would not be aoplicable?
d. In generalizing, do stuoents-generate thsir oén examples‘
of the generalizationf : ‘ .
v-e. In problem solving, do students seélect the appropriate
principle and solve the problem’
Quality rating of testing on the basis of cl,. 2:
(1 excellent; 2 good; 3 fair; ﬁ_poor)k

D. Does the instructor's manual provide guidance for diagmosis and
. : -

remedial treatment?

112 o '



. . « R . "' . ’- . s
' R Howaadequate are the props which the instructor's manual
. L4 o - N ‘.
I L . ’ V ' 3
' provides to guide the teacher in diagyosis of student needs

¥

A - and for placément and progression?
a. Is’ tpere a scope and séqueﬁﬁb chart to provide~an overall
‘ ) picture of tﬁe structure oﬁgﬁbe instruction’ _ ;f
2. How adequate is the guidance supplied b the teaeher s manual

for alternate, remedial or supplemental instruction for '

4

students?

a. How readily cagn remedial or supplementary materials be

't“&

plugged into gbis strdcture’ Does some simple a?d feasible

- - - N

coding system appear to be possible for facilitating use of
i

“all availableAmaterials which can be fitted into the curric-

v ulum structure?
L - b. How'well does this course,fas it 1s structured, fit into
) , . ) ~
) : T the total school curriculum in this subject, especially
* L ra .

) . tﬁg immediately preceding and suceeeding‘courses?
3. To what degree.do the range of the.objectives alone or the
objectives combined with the remedial or supplemental in-
struction match the range of tﬁe student population;

Qual&ty rating for guidance for diagnoeis and treatment on. the

basis of DIl,. 2, 3:

(1 excellent; 2 good; 3 fair; i;podr) .
IV, {nst?hctional Events (substance):
' A. Does the teacher's manual (in-service or parent materials)

furnish sufficient teaching assistance? S .
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1. Information on methods? . - é '

- ;a« Do the instructions to.the teacher specify whether or .

]

when ﬁhe matefials teach inductively or deductively? Do

; ' they indicate 1f a discovery, guided discovery or indi-

vidual inquiry method is d? Are;fhgy used in accord-
”~ s

. wh ] -t
-ance with appropriate pedagogical procedures?
} . .

Information on strategies?.

" a. Are instructional strategies ever mentioned at all in

? ' ! , descriptive or teacher materials? If they are not,‘ii
must be ‘assumed that the teacher's cooperation is not

required for effectiveness unless there is evidence to

the contrary. - : ‘ ' . ' }

3. Background information, vocabulary (definitions of térms)

and procedures?

a. When the materials refjuire an' introduction by the teacher '

he required information supplied for

or a synthesis, is

him or'her or must teacher supply it?

¢
b. In presenting a

n to the teachér on methods
z or stngtegies; are all tefms defined and all procedures
described? ‘
Quality of teacher props on the basis of AL,.Z, 3 ;
(l_exéellent; 2 goad; }_fair{lﬂ poor)
‘ ' B. 1Is thé quélity of instruction in student materials consistently
- | high? | |

1. Content quality?




ﬂ
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. . .
a. Does the teacher who Will teach from' these materials feel

that the content is what should be taught in this subjéct

to these childreng What do the experts say the issues

* are? Taking these issues into consideration is this the
’ i

t
B

PR .
T A
i A -
A * o
LY

cohtent you'would'choose% ) .
2. Concept quality?

}a. Are these thé concepts scholars in the field recommend

- [} 4 . ' [

should be‘taught to children gt_this stage &f their
&evelopmeht?.
'3, - Skill quality?

:'a.’Intorder to teach the children learning-to-learn skills,

'are-ail taxonpmic levels sampled in these matepials?

Quality of teacher props on ‘the basis of Bl, 2,,3:

(1 excéllent; 2 good'f\é fair; 4 poor)

C. 1Is the management system efficient enough to support thé quality

of instruction?
’1. Can students work steadily without delay or threat to the

effectiveness of instructional events?

2. Can teachérs manage instruction without frequent breakdowns .

in the system? .
[

Quality of management system on the basis of Cl, 2: )
‘(L,excellent; 2 good; 3 fair; 4 poor) .

}
Instructiondl Events (usage)

D. -Are the inséructionai strategies and methods appropriate for

this student population and-.are they used effectively?

- " : }\ .

-
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4 . 1. Appropriateness of strategy selection and usage?

#

. "a., If the materials claim to usé’ certain instructional strat-

» . I

- egiés, do they also tell‘bow they are,ussd so §ou can
. | .judge the appropriateness of selection and usage?

. ’ : - B Following are some instruccional aﬁhategies that you

-

V4 K might wapt to check for and to askf§ourselﬁ Afe they

appropriate here and are thay used correctly?
small’ steps ]
cues and prompts
questions distributed through insrructional
ihaterials (rather than only at the end)
. . “advarce organizers
backward chaining 9
concept-learning strategies based on range
of instances:
subject area speecific strategies such as
modeling in blending
practice
N reinforcement
: feedback ‘

2. Apprdpriateness of methods selection and usage?
Qualicy of instructional strategies and methods based on D1, 2:

(1 excellent; 2 good; 3 fair; 4 poor)
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.Preparation and Previewing:

A.

! ‘ ' | .- 110
Steps in Performing an Intrinsic Anglysis

”
L]

Assemble and read carefully each‘of the following which is o,
available 'to you: - .

1. Advertising materials an¢d any available developer's
+ descriptions, rationale or scholarly papers on the
program or ﬁrocess \

2. The Introduction to the Teacher's Manual, Resource Books
or Teacher's Edition (Except when articulation appears to
be a problem, one level is enough to examime. However,
each member of an LAT may-choose a different ‘level to pro-

vide a broader perspective )
.

55. Any already completed gnalyses (e g., EPIE CMAS etc.)

el
Answer the following questions,-for which these above sources-
may provide information. (The claims in these assembled materials
can be checked for accuracy in the analysis of the materials them-
selves, later in the analysis-.process). Use your professional
judgment to decide on the appropriate response. .
1. Are the content, concept and skill emphases the appro-
priate ones for this school (teacher, student population)?

2. Does the imstructional method used in these materials
match the philosophical and theoretical orientation of
" this teaching staff?

3.  Are the available curriculum components sufficient for your
staff and can those that are necessary be fit into the budget?
(e.g., clear chart of scope and sequence, teacher resource
books, tests, supplementary materials.)

4. Are there any constraints or criteria, identified by the
LAT, which these materials fail to meet?

If responses to any of these are negative (in spite of PSIP

prescreening) you may want to eliminate this outcome from

consideration for adoptzon

»

Select the appropriate intrinsic analysis instrument (i.e., the
student, inservice, or parent instrument; or the management
systems, -practices or processes instrument) and read it over be-
fore beginning to use it to guilde your work.
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~ e

Opportunity (SIP ﬁorm) ' . - c

A-

B.

1.

4.

1-

2.,

3.

4.

5.

Assemble and examine, as needed to respond to instrument
questions, any of the following that are available.

scope and sequence charts
1lists of course objectives
samp ling of lessons, preferably scattered throughout
g e materigls. ,
‘the tests which follow closest to these lessons (which
- may .be lesson teéts, or curriculum embedded tests, or
- unit tests), |
Answer the questions in the analysis instruqent under opportunity
(substance). \

Rate the substantive quality of the materials for opportunity,
based on your responses to these questionms.

(If each question rates a 1, the qualiﬁy rating-shoulésbe 1,
of course. If any one question rates a 4, "poor”,\you may

" consider giving the whole dimension a 4 rating. Ifjthere

is no "poor" rating, you may prefer to average the bcores.
It is impossible to quantify' evaluation of these curriculum
,elements and the ratings must be used as they are intended,
only as a means of helping the analyst to retain and record
his or her overall impression of each of several critical
dimen§fons of the curriculum). . -,

_ t -+ L e
‘If*youfare comparing curricula, enter your ratings for each
ouestion'on the products selection chart.

Using ‘the same materials assembled for A, with the addition of
student and class record forms, examine as necessary and answver
the questions in the analysis instrument under opportunity (usage).

Rate the teaching in relation to the opportunity. construct by’ the
intensity of treatment of the lessons, clarity of objectives,
criterion referencing of the tests to the objectives, and facilit-
ation of on-task behavior by the management system.

Rate the lessons on the degree to which they are adaptive enough
o provide an opportunity to learn for all students,’ regardless
f their individual learning characteristics.

Rate the usage quality of the materials for opportunity, based
on your responses to these questi

1f vou are comparing curricula, enter your ratings for each question
on opportunity,usage,on the products selection chart.

' . . 0



II. Motivators

L]

A.l.' Lay out all the instructional materials available to you for re-
' view. These uill be used for spot checking and overall skimming.
w' » For more intensive study, set aside a sampling of student materials
<{ (texts, workbooks, record forqg etc.) and the teacher s manual.
2. Us ng‘éﬁe student's instructional materials and record forms and
e directions to the téacher on the conduct of class activitiesﬁ
determine the degree of self-direction, selection and evaluation
permitted and/or encouraged by the curriculum.
. : PR
3. Rebpond to each question in this category and yrite a quality’
rating for it.

- . B.1. Examine directions to the teacher in the teacher's manual to
determine what is suggested for reinforcement and feedback to
.. students. Identify, also, the amount of reinforcement and feed-
Y ' back buidt in“P the student mate;ials

- 2. Respond to each question and rate the materials on quality of
reinforcement and feedback.

- C.1. The total range of materials should be skimmed to observe the
' degree of variety they provide.

~ ' 2. 'The questions on motivation thfough interest, functional use and
variety should then be answered and a rating on this dimension of
motivation should be made.

‘ 3. If curricula are being compared a rating for each question under
' motivators should be enteréd on the products selection chart

ITII. Structure
A.1. Assemble the following:
A sampling of lessons and tests (preferably different ones
from those already used since the more portions of the curric-
ulum you examine, the better your chances of uncovering any

inadequacies 1f such exist.)

a scope and sequence chart or a list of all the objectives
ﬁor the course, .

the teacher's manual.

2. examine and rate the match of instruction to'objectives.

~ S 119




'B.1l.

4.

c.1.

2.

.f’

IV.

-for judging their attainment.

Instructional events

Do a concept analysis, using the scope and sequence chart
and selected lessons. . LT el
Do a content analysis using the‘scope and §équencé chart .
or list of abjectives.. - . '
‘Using the gcope and sequemce chart again, or list of objectives,
‘and selected lessons, do a skill analysis. )

Rate ‘the sequencing on the basis of your analyses of content,
concepts and skills. -

Examine a sampling of ;eiated objectives, lessons and tests.
to determine the adequacy of their match. o .

Check a sampiing of objectives (choosing some from each |
domain - cognitive, affective, and psychomotor) to determine
whether tests or teacher observation directions are provided

. ' '
Rate the testing procedures. ‘ : : .

‘Examine the instructor's manual, looking for the guidance provided '
for diagnosis of students’ present abilities for placement.

? . ' - A ’
Look for the clarity of the instructions to the teacher omn
when and show to determine each succeeding assignment and what
to do if the student fails‘to master an objective.

Determine whether the suggestions for and provision of remedial
and/or supplemental imstruction meet the needs of all students
in your szhool so each is provided a structured instructional
plan building toward the terminal goals of the program.

i »

R§te diagnoses and remediation on the basis of -your responses
to these questions.

If you are compafing curricula, enter ratings for each question
under structure on the product selection chart.

A.l.

Assemble and examine, as needed, the following:

‘teacher's.manual

a sampling of student lessons.

management system record forms.
‘ -

120 ‘



B. 1.

‘C. 1.

I3

' | ‘ .f {
Determine the adequacy of the assistance provided fol
the teacher in_providing informgtion on methods, strategies,

.procedures, and additional background information.

Evaluate the quality of the centent, conchpts and skil
taught by these materials.

Determine the efficiency of the management system in
facilitating effective instructional events by responding
to questions c.1, 2. .

Enter a quality rating for instructicnal events (substance) _

Examine the teacher materials and students lessons to determine

‘whether the strategies and methods are both’ appropriate for

these students and appropriatély used and respond to each
question under this category in the instrument.

.

Enter a quality rating for instruttional events (usage).

If you are comparing curricula fill in ratings for the instruc-
tional events questions in the product selection chart.

0

FY



Steps in Performing an Intrinsic Analysis | o ":

. N - -
.
°

Managgment Systems, Ptacticgs or Processes;jﬁﬁkﬂgggg) - - ’h

Preparatidn and Previewing is "a firsc step, as in the use o£ the. SIP
form. The two items, Bl and 2 should*read for this HPP form,es
follow§: . o

°

v
-

Bl. Is the management system, practice ar process appropriate
- for this school, th%se teachers and students?

.-
o
[

: 3
2. Does the instrudt}onal practice or process match the
o - philosophical and theoretical Orientation of this

N o teaching staff?- .

I. Opportunity

i - . .‘_\

~A.l. Assqnble and examine, as needed to reSpond to the questions
in this 1nstr&ment, any of the following that ‘are avsilable.
student and class record forms - i v
teacher manuals and/qr other directions to the .
téacher on the system; practice or process . '
any in-service training descriptions or materials
..~ rationale or other description and theoretical
* * background .for the system, practice or procese
any objectives, of the system, practice or process
that explicitly indicate_its goa{s C ¢
directions to students.
2. Answer the‘queetions in the analysis instrument undefr
’ --'opportuﬂity. o \ o
: . ) A
3.~ Rate the opportunity which this system, practice or process
%% %"provides for learning in the form of more on takk time for
* students, and direct instructional time #nd active guidance
- of learning by the teacher. .

>
-

4. If you are comparing systemsrﬁpracgicesvor proce es, enter
your ratings for each question on the selection ¢ 'process.
' "».\;

|

II. Motivators

A.1. Using the same materials already assembled, examine them and
answer each question under the construct, motivators, related
to the advantages provided student and teacher.

0t

. 2, Rate the motivators that are based on saving of. teacher time“aﬁd
' effort, help for the teacher ift teaching more effectively and help
for the student An active learning time of interest to him or her.

N
i i . '
. N ¥ -
. - . .

.uI:Z;Z - | | o "
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I11. Structure " ;“*“ : _ ' ' _ ,' .

116

o

Answer - the- questions under motivators related to self~

management provisions of the system, practice or procgess.

Enter a quality rating:for student self-selection,. self-
evaluation, independent planning and freedom to interact
cognitively with peers.,

1f you are comparing systems, prsopices or process, enter
your ratings for each question on the selectioq chart,
process. ' , o .

- -
- . . J".?‘ .

Among the artifacts you were asked (above) to assembie if
available, were objectives of the management system@?practice

‘or process. If there are no explicit objectives, they must
~ be inferred from the descriptive materials and ratienale. It

would be helpful, if you are dealing with objectives the de-
veloper has implied, rather than explicitly stated, if you
would list them for your use in responding to the questions
under the construct, structure. )

Answer each of the questions under structure to -identify the
degree of match of the objectives to the problem(s) the school
wants to work on and to the capabilities of students and teach-~.
ers and constraints of the environmment. Also to be identified
is the degree directions and/or instructions are provided for
the user of the system practice or process. -,

-

Enter a quality rating for your analysis of the degree of

- structure made available by this system, practice or process

through its provision of appropriate objectives and how-to-
do-it information for structuring theAsyatem. ,
Enter your ratings on the process selection chart, if appro-
priate. C .

»

Iv. Instructional Strategies _ -

A.l.

-

Using, again, the artifacts required for sections I, II and
1I1I, examine them to determine whether or not they assist the
teacher in tle planning and execution of appropriate instruc-
tional strategies,

Respond to the question-on the degree to which the system
relieves the teacher of clerical and management duties (if
it does so at all).
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3.
.
4.
A -
5.
-
-
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. ‘ »
Respond ta the questions on the sydtem' s,us' p§.effective in-
strudtional strategies and the encowragm/ ¢instruction or
examples it provides the teacher for generatdng his or her

own effective strategies. . . e
Enter a quality rating for appr‘opr!.ategess of, instruct.tonal
strategy assistance pPr by the- ‘system, practice or
process. : . g ettt
'o-
For comparison during selection, entgr ratin’gs..an the process
selection form, \ . . J ! :
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‘ R o , Seléction Chart (Products) o B : .

-
*

L ' . " Outcome Out come . Outcome Gut come
STUDENT MATERIALS —> | A : B__ ¢ C D
. \ ) A . ‘ ‘ L. .

ELEMENT ANALYZED: V .

-

© Ig Opporéunity;(suﬁstandé):

:,;"1 4 ) ™ '
A s¥4Lontent /Concepts/Skills .
appropriate skill level sampling N
o content relevance to student B < -
' appropriate concept instance range B . .
. Opportunity (usage): - . ' o ' "
) : Y ' - R .
intensity of treatment » . N
adaptiveness to student needs ' ‘
: - Totals ' -
II. Motivators: : ' L o !

-
. -

self-direction/selection/evaluation -

. reward system °* < *

varlety

Totals

<

I11. Structure: ‘
"quality of objectives = ..

quality of sequencing

quality of testing ' L
guidance for diagnosis and treatment :

Totals . .

Iv. Instructional Events (smbstaﬁce): - .

’ - <

in manual (quality?of.teachef props)

in student-materials (quality of instruction)

in management system (quality of procedures)

Instructional Events (usage): ‘
-appropriateness of strategles and their . ’

usage for this population,

consistency and appropriateness of methods.

1f"i3 Totals ' -

»




Seleéfion'Chart (Processes) - o :
System System System Sy:stem

STUDENT MATERIALS -- N ‘ _ A : B c )

— ; . ERm—— ] g D e

ELEMENT ANALYZED: * e : e | ‘ )

e et e e e e e ‘

I. Oppottunit¢?
Time for learning

increase in on task time

increase in active teaching or
guidance of student learning .

. ' Totals \ . ‘

SRS S

[ — 4. b e a—— .}

— S S

I1. Motivators:
Advantages to student and teacher

. saving of teacher time and effort

" assistance for more effective , . '

__tching ) L . L ]
more student time for learning ' S - . 1-

" of interest to him or her o , » : ;

Independent learning : -, . : I L

student selection of activities
student correction :
student planning of time
selection of work - matgs

i Totals

t

o~ e

1II. 'Structure:

Process Objectives

mé&ch to school needs L , »
adequacy of instructions bn process’ , ‘
match to student and teacher capa-
bilitles and environmental constraints
Totals

‘iv. Instructional Events J

Planning and selection of strategies .
rellef from clerical, management duties | . __ 4 4.0
., . Ancorporated effective instructiopal strategies __ . . ..
strategy ?xF@Plgﬁ,'Strategy_teaching'etc.
- - Totals ' rl97 . b }

f ~
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‘?\defined in terms of different dimensions or the same dimensions from a
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Annotated Bibliography
The foflowing bibliography lists the ma)or fesearch reports and the

reviews of research which support the constructs and dimensions used in

this manual. The use of these construsts for diagnosis, by analyzi)! the

" curriculum materials or }nstructiqdhl pracesses currently in use or for

-selection by analyzing potential new curricula or instructionallprocesées,

. /
is differeny from their intended use for analysis of classroom processes.

.However, in keeping with the new.purbose, the constructs have been re-

t different perspective because the subjects of the anélysis'are thé:arti—

‘.facts of instruction, the tangible mgterials used by teachers or students

~—

- for teaching, leérning or manag#hg instruction.

4

Before listing sources which support the constructs, it seems appro-

. - . /‘.
priate to point out some superior general sources of research information

for teachers. Volumes produced annually which provid® excellent syntheses

of the research are National Society for the Study of Education Yearbooks,

American Educational Research Association, Reviews of Research in Education

&

and the less freduently issued Handbooks of Research 6n Teaching.
X

Specifically, particularly useﬁyi’editions are the following:

Gaga, N. L., ed. Handbook of Research om Teaching, Chicago: Rand
McNally and Co., 1963. .

Gage, N. L., ed. The Psychology of Teaching Methods, 75:1. National
Society, for the Study of’ Education, Chicago: University of Chicago
Press, 1976.

Hilgard, E. R., ed. Theories of Learning and Instruction, 63:1. YNational
Society for the Study of Education, Chicago: University of Chicago
Press, 1964.

&

-
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" Shulman, L. S., ed. Review of Researcﬁ in Education; 5. American
Educational Research Association, Itasca, Illinois: F. E.
Peacock, 1977.

Travers, R. M., ed. Second Handbook of Research on Teaching. Chicago:
Rand McNally and Co., 1973. ’

¥

ng?rtunity '
The following studiés support the constrﬁct dﬁgdftunity to leArn,
: particgiarly as related to aéhievement ig basiclskills. Time spent on
| acadeﬁic content Qas found to be associatgd with growth ig the area covered
in all of the reséarch studies and s ry reports. Carroll, Bloom and
Cooley and'Lohnes“haVe developéd and defined the comstruct. |

Armento, B. "Correlates of Teacher Effectiyeness in Social Studies,"”
Ph.D. dissertation, Indiana University, 1975.

Bloom, B. S. "Time and Learning," American- Psychologist, 1974, 29,
682-688. ' -

Bloom. B. S. Human Characteristics and Schoél Learning. New York:
McGraw Hill, 1976.. '

, Bond, ¢ L. & Dykstra, R. Final Report. (USOE, HEW Projdbt #001-OE-5-10~264).
Minueapolis: University of Minnesota, Coordinating Center for First
Grade Reading Instruction Programs, 1967.

Carroll, J. B. "A Model of School Learning.'" Teacher's College Record,
1963, 64, 723-733. o

Chang, S. S. & Raths, J. P. "The Schools' Contribution to the'Cumulating
Deficit." Journal of Educational Research, 1971, 64, 272-276.

Cooley, W. W. & Leinhardt, G. The Application of a Model for Investigating
Classroom Processes. Pittsburgh: Learning Research and Development
Center, 1975.

: -
Cooley, W. W, & Lohnes, P. R. Evaluation Research in Education. New York: .
Irvington Publishers, 1976. . ~

H

Rosenshine, B: ''Classroom Instruction." sIn N. L. Gagé, ed. The Psych-
ology of Teaching Methods 75:1.. National Society for the Study of-
. Education. Chicago: University of Chicage Press, 1976, 355-371.
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’

Rosenshine, B. & Berliner, D. "Academic Engaged Time," Richard Anderson
et al. eds. Schooling and the Acquisition of Knowledge. Hillsdale,
NJ: Erlbaum Publishers, 1977.

Stallings, J. A. & Kaskowitz, D. H. Follow'Throggh Classroom Observation
Evaluation, 1972-73. Menlo Park, CA: Stanford Research Institute,
1974, '

Walker, D. F. & Schaffarzick, J. '"Comparing Curricula." Review of
Educational Research, 1974, 44:1, 83-111. , .

Wiley, D. E. & Harneschfeger, A. "Explosion of a Myth: Quantity of
Schooling’ and Exposure to Instruction, Major Educational Vehicles,"
Educational Researcher, 1974, 3, 7-12.

£

Opportunity (substance and usage)

The concepts-of appropriate match of the instruction to needs of

s the student both in the substance of the instruction and its use are im-

portant dimeneions of opportunity;vas'we have noted. Time spent on in-
appropriate instruction, or‘instruction that is not employed.as it should
*be, cleariy cannot offer the student the opportunity to leagrn.

Among t sources which deal with this match of instruction to
.

student needs are the following:

‘Bruner, J., Goodnow, J. J. & Austin, G. A. A Study of T&inking New
York: John Wiley, 1956. (Concept learning)

Colen, R. "The Relation Between Socio-Conceptual Styles and Orientation
to School Requirements," Sociology of Education, 1968, 42, 201-220.
(Relational/Analytical learning styles)

Dunn, R. & Dunn K. Teaching Students Through Their Individual Learning
Styles: A Practical Approach. Reston, VA: Reston Publishing Co.,
1978, (Learning styles) :

Flavell, J. H. The Developmental Psvchology of Jean Plaget. New York:
'~ Van Nostrand, 1963. (Developmental Stages) '

Gagnei R. M., ed. Learning and Individual Dif ferences. Columbus:
Charles E. Merrill, 1967. (Individual differences of several kinds)
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Hunt, D: E. Matching Models in Education. Ontario:; Institute for Studies
in Educatiom, 1971. (Cognitive.style)

Kagan, J. '"'Personality and the Learning Process." Creativigy and Learn-
ing. Boston: Houghton Mifflin Co., 1967, 153-163. (Reflection-
impulsivity) ~ ’ -

Rosner, J. '"Language Arts and Arithmetic Achievement and Sped{}ically
Related Perceptual Skills," American Educational Research Journal
1973, 10, 59-68. '

Direct Instruction : : .

Seurces on direct instruction are separated from the other réferences.
related to opportuni;y becaﬁse the coﬂcept of interpreting direct instruc-
tion in terms of materials is unique. The idea of direct instruction has
developed simultane;usly from several éource; as Rosenshine has noted.
Rosenshine defines it as "the time which a student spends in academically
releQant material “hiih is ofra moderate level of difficulty.” He calls
attention to the term within the trademark DISTAR. Berliner has written
of "aéadémic engaged time.' The twovcomponents'of this are content covered
or opportunity to léarn and student attention or engagement.

While Rosenshime'has suggested that research is'needed;to identify
"engaging" materials, Smith, Rothkopf aqd Koether have reported that the
amount of unrelated material in'reading'pass;ge; "predictgd goal achieve-
ment better than ahy other formal chg;ac:eristics of the ﬁomiﬁal stimulus

measured.'” This 1s the closest research available to the idea of direct

instruction in materials and seems to imply that concentrated materials

with little irrelevant (unrelated) material are more readily learned.

Translated into direct instruction or academic engaged time, such a char-

-~

actepistic may be one dimension of "engaging" materials or direct instruc- .

tion in materials. I have termed this "intensity of treatment."” 'These
# .
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' i R ’
fentioned sources are listed here:

‘Rosenshine, B. ''Primary Grades Instruction and Student Achievement Gain."
Paper presented at the annual meeting of the American Educational
Research Associdtion, New York City, April, 1977.

Rosenshine, B. & Berliner D. “Academic Engaged Time." Prepublication
- paper to appear in R. Anderson, et al. eds. Schooling and ‘the
Acquisition of Knoﬁledg_. Hillsdale, NJ, Lawrence Erlbaum Asso-
" ciates, 1977. ' o

]
i

Smith, M., Rothkopf E Z. & Koether, M. E. "The 'Evalubtion of Instruc-
tional Text Properties." Paper presented at the annual meeting of
the American Educational Research Association¢ Minneapolis, March,
1970. .

 Motivators . ' . .

Writers on teaching methodology comment on intefesté, but as we have
indicated, it is difficult and dangerous to generalize about what is essen-
tially a'characterist}c that ﬁeachers must observe directly in each indi-
vidual case.- WHat children of different ages uSually enjoy in reading

material is discussed in the following source:

Dechant, E. V. & Smith, H. P. Psychology {g‘Teaching_Readi Englewood
Cliffs, NJ: Prentice-Hall, 1977. . A‘

L4

The motivating affect of variety and change in activities, materials,
A ! .

format and responses demanded is discussed in the fbllOwing sources:

. ’ - . ‘ ’ .
Berl&ne, D. W. Conflict, Arousal and Curiosity. New York: McGraw Hill,
1960. '
Glaser, R. ”Learni@g.” C. W. Harris, ed. Ency
' Research, 4. New York: MacMillan and Co., 1969, 706-733. = °

Peer tutoring as a motivator is discussed in the following sources:

Coolev, W. W. & Leinhardt, G. Evaluating}Individdqlizeﬁ Education in thé
Elementary School. Pittsburgh; Learning Research and Development
Center, 1974.
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Ll

Lindvall, C. M. 'The Use of Peer Tutoring in IPI Classrooms." D. T. Gow,
ed., Design and Develppment of Curricula Materials, Vol. 2. o
* Pittsburgh: University Center far International Studies Publica-
tions, 1976, 264~ 266 : : .

The motivating effect of self direction is reported in:

Wang, M. The Self Schedule System for Instructional Learning. Pittsburgh:
Learning Research and Development Center, 1976. ‘

r Reports on the effects of feedback and reinforcement on learning
are well covered in the following works:
. ‘ . [/ . .
Carroll, J. B. & Chalil, J. S. Towards a Literate Society. The Report of

the Committee on Reading of the National Academy of Education. New
York: McGraw Hill, 1975.

Gage, N. L. & Berliné},_D. C. Educational Psychology. Chicago: Rand
McNally‘ahd Co., 1975. . S ’

Gage, N. L. & Berliner, D. C. “'The Psychology of ‘Teaching Methods."
N. L. Gage, ed., The Psychology of Teaching Methods 75:1. National
Society for the Study of Education. Chicago: University of =~
. Chicago Press, 1976, 1-20. ’

*

Hamblin, R. L., Buckholdt, D., Ferritor, M. H. & Blackwell, L. B. The
Humanization Processes. New York; John Wiley and Sons, 1971,

-

"Lumsdaine, A. A. & Glaser, R., eds., Teaching Machines and Programted
Learning: A Source Book. Washington, DC: National Education
. Association, 1960. .

-
?

Stallings, J. A. & Kaskowitz, D. H. Follow-Through Classroom Observation
Evaluation; 1972-73.  Mealo Park, CA: Stanford Research Institute,
1974. - -

”

Structure

The féilowing works discuss the concept of structure of a discipline
and describe procedures for writing obJectlves and st%ucturing instruccion
Ausubel, D. P. "Some Psychological AsPects of the Structure of Knowledge."

Stanley Elam, ed., Education and the Structure of Knowledge. Chicago:
Rand McNally, 1964, 221=249.
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Bloom, B. S., ed. Taxonomy of Educational Obigctivegj‘ﬂandbook.lz
Cognitive Domain. New York: Longmans, Green and Co., 1956.

Bruner, J. The Process of Education. Cambridge: Harvard University
Press, 1960. v ‘ .

Gagne, R, ThHe Conditions of Learning. New York: Holt, Rinehart and
Winston, 1965. . ' .

Gow, D. T. Design and Development of Curricula Materials, Vols. .l and 2.
- Pittsburgh: University Center for International Studies Publica-
tions, 1976. .

-Krathwohl, D., Bloom, B. S. & Masia, B. Téxonomy of Educational Objectives,
Handbook 2: Affective Domain. New York: ' David McKay Co., 1964.

Mgger, R. F. Preparing Instructional Objectives. Belmont: CA: Fearon
‘ Publishers, 1962. T

Schwab, J. J. '"The Concept of the Structure of a Discipline." Gow,.D. T.,
ed., Design and Development of Curricular Materials, Vol. 2.
Pittsburgh: University Center for International Studies Publica~ :
tions, 1976, 16-~23. ' ' .

"Instructional Events

The following studies provide some information on the effects of

dif ferent instructional agtivicies on different kinds of students:

Brophy, J. E. & Evertsoﬁ, C. M. Process-Product Moment Correlations in
the Texas Teacher Effectiveness Study: Final Report. Austin, TX:
University of Texas, 1974.

#

Rosenshine, B. '"Classroodf Instfuction." N. L. Gage, ed., The Psychology
of Teaching Methods, 75:1. National Society for the Study of
Education. Chicago: University of Chicago Press, 1976, 335-371. ,

Stallings, J. & Kaskowitz, D. H. Follow-Through Classroom Observation .
' Evaluation, 1972-73. Menlo Park, CA: Stanford ResearchwInstitute,
1974,

The following sources provide information on the use/of behaviorist
. &
instructional strategies: cues, prompts, feedback, reinforcement, success-

ive approximations, etc.:
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"Bandura, A. Principles of Behavior Modification. New York: Holt;

Rinehart .and Winston, 1969.

<

Homme, L. & Tosti, D. Behavior Technology. San Rafael, CA: Individual
Learning Systems, 1971, (Self instructional) '

Taber, J. I., Glaser, R. & Schaefer, H. H. Learning and Programmed In-
struction. Reading, MA: Addison-Wesley, 1965.

Thoresen, Carl E., ed. Behavior Modification in Education, 72. National
Society for the Study of Education. Chicago: University of
Chicago Press, 1973. '

The following are excellent sources for cdgnitivg instructional
strategies:

Ausubel, D. P. Educational Psychology: A Cognitive View. New York:
"Holt, Rinehart & Winston, 1968. ;o '

Adéubél, D. P. '"The Use of Advance Organizers in the Learning and
" Retention of Meaningful Verbal Materials." Journal of Educational
Psychology, 51, 1960, 267-272.

>

Brunor, J. S., Goodnow J. J. & Austin, G. A. A Study of Tbinking. New
York: John Wiley and Sons, 1962. "
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